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Abstract
This qualitative study explores the critical consciousness development of students enrolled in a
liberal arts institution. Two hundred seventy-seven students at Bethel University completed the
Critical Consciousness Scale (Diemer, Rapa, Park, & Perry, 2017) and Measure of Adolescent
Critical Consciousness (McWhiter & McWhirter, 2016). Based on the results of these two
scales, 12 students took part in group interviews. These students identified educational
experiences that engaged with the socio-political environment of the campus, created space for
expression and exploration of emotions, nurtured identify development, fostered crossing of
social boundaries, and created space for students to exercise their voice were key factors in their
critical consciousness development. Students also identified personal relationships with faculty,
working for change on their campus, campus leadership opportunities, and connecting their field
of study with social justice key contributors to your critical consciousness development.
Recommendations from this research were made for faculty and administrators that are looking
to improve the critical consciousness development of students enrolled in liberal arts programs.
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Chapter 1: Introduction
Introduction of the Problem
Over the last ten years as I have taught, worked with, and befriended students, one of the
most rewarding experiences has been to witness their growth as they discover how they will
uniquely give their lives to make the world a better place. In the context of a liberal arts
education, I have had the joy of seeing students ask important social questions, explore possible
solutions to social problems, and commit to living their lives to take action. These experiences
are the main reason that I am part of a liberal arts institution. Not only is witnessing the
transformation of students personally fulfilling but this transformation also is important for the
continuation of a pluralistic democracy. In order for democracy to work for all citizens, it needs
engaged citizens who have the knowledge, motivation, and skills to address a nation’s most
challenging problems. I have found the three aspects of critical consciousness (critical
reflection, critical agency, and critical action) to be helpful as students explore social problems,
grow in their belief that they can make social change, and develop skills to take social action.
This study will interview students to learn better how they grow in their critical consciousness
through their liberal arts experience.
One of the earliest purposes of a liberal arts higher education in the United States was to
create an educated citizenry be equipped to build a participatory democracy (Saltmarsh &
Hartley, 2011). A democracy was understood as a project that would continually need to be built
and to do this, citizens would need certain skills and knowledge. John Dewey built on this
tradition when he argued that education should aim to develop students’ capacities for finding
“large and human significance” in life so that students are not reduced to mere tools in an
industrial system (Roth, 2013). Being a first-generation college student from a working-class
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family, one of my goals in attending a liberal arts college was to discover this significance. I was
looking for a purpose and calling that would allow me to do something meaningful. Through
witnessing the lives of family members, I had seen the dehumanizing reality of being a mere tool
in an industrial system, and I wanted something more than that.
In the early 20th century, W.E.B. Du Bois (1958) stated that not only should education
lead to significance, but it should also lead to a particular concern for the needs of those who are
experiencing oppression. For Du Bois, a liberal arts education had to lead to an awareness of
oppressive circumstances and emancipatory actions that address all forms of social injustice
(Alridge, 1999). Paulo Freire built on Du Bois’ work. Freire (as cited in Lloyd, 1972) called for
education that led to both liberation and conscientization:
Conscientization has been defined as the process in which men [and women], not as
recipients, but as knowing subjects, achieve a deepening awareness both of the sociocultural reality which shapes their lives and of their capacity to transform that reality.
Conscientization is a social process, taking place among men as they unite in common
reflection and action upon their world. This occurs not through intellectual effort alone
but through praxis, the unity of reflection and action. Conscientization, then, does not
stop at an awakening of perception but proceeds to action, which in turn provides the
basis for new perception, new reflection. (Freire, as cited by Floyd, 1922, p. 5)
Du Bois (1958) and Freire (2000) both expected that liberal arts education must
contribute to make society better for all of its members in a very particular way: by addressing
social structures that cause unjust conditions in society. In their view, the common good must
have a focus and emphasis on those experiencing injustice and equip them to participate in their
own and others’ liberation. This liberatory mindset that leads to action is the foundation of a
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liberal arts education that Dewey, Du Bois, Freire, and many others have indicated as an
invaluable act to be advanced in the educational process. Higher education can be a primary site
in society that helps nurture learners’ sense of significance and their capacities to contribute to
freedom and justice.
Throughout my undergraduate and subsequent graduate education, I have come to realize
that significance lies in developing the capacities to work towards social change that makes the
lives of people better. I have come to see how oppressive social conditions dehumanize
everyone in them. Awareness of oppressive conditions has allowed me to see the privileges
those systems give me, as patriarchal and heteronormative systems do because of gender identity
and sexual orientation. I have also become aware of how oppressive conditions have
disadvantaged me because of my socio-economic status or by being a first-generation college
student. Through that growing awareness of what this study will call critical consciousness, I
have been able to develop knowledge, agency, and skills that have helped me grow in my ability
to work towards emancipatory actions for everyone, not just for myself.
At the same time that I am grateful for how my educational experience helped me grow
in finding significance and working to address social injustice, I have also come to realize that
much of my education did not develop these areas. In addition to my experience, through others’
experiences I have seen how a liberal arts education can lead to a passive experience that simply
replicates dominant oppressive ideologies. Freire (2000) described this replication of dominant
oppressive ideologies as banking education, which establishes teachers as active subjects that
deposit knowledge into students who are passive objects. This form of education leads to
passive learners and does not allow them to examine their social and other circumstances
critically. This lack of critical examination allows oppressive structures to be maintained rather
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than be transformed. The challenge that is before liberal arts institutions in the twenty-first
century is to reject this banking form of education and instead, to practice the pedagogies of
Dewey, Du Bois, and Freire that help students find significance and equips them to work towards
emancipatory actions. The argument made in this study is that critical consciousness (what
Freire called conscientization) development is an important tool that helps students reach this
goal.
Background of the Study
There are four key rationale for this study. These four rationale are the foundation for the
current problematic context in higher education. In this context the case will be made that
critical consciousness is highly important in rejecting these four elements and instead, embracing
emancipatory practices. These four problematic rational are 1) emphasis on vocational education
to the exclusion of social issues, 2) emphasis on civic responsibility but without a focus on
structural injustice, 3) banking education practices, and 4) growing social polarization. These
four elements lay the underpinning for why this study is being done. These four rational are
currently creating a climate in higher education where the liberals arts are marginalized, and
when they are talked about, they are addressed in a way that avoids issues of injustice. At the
same time, America social structure has been experiencing some significant shifts that have led
to social polarization. American democracy is in great need of citizens who are equipped to
build a pluralistic society that works for everyone, but liberal arts institutions are generally
inadequately graduating those kinds of citizens (Dallmyr, 2013; Roth, 2013). The next sections
are explanations of each of these rationale.
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Emphasis on professional education to the exclusion of social issues.
In 1940, 5.9% of the United States population completed four years of college or more.
By 2014, that percentage quintupled to 32%, which is a 442% increase (DeNavas-Walt and
Bernadette, 2015). This new population of students has brought new expectations for higher
education. Many of these students saw college as a way to increase their earning potential and,
as a result, higher education institutions started to create programs to meet those expectations.
Dallmayr (2013) made the argument that many higher education programs and classes in the
liberal arts are being limited or eliminated in favor of programs that focus on vocational
education. This increased focus on vocational education is needed. People experiencing
economic oppression need to increase their earning potential, and a higher education degree is
one of the best pathways towards that goal. The problem is when higher education only educates
students through an economic focus and neglects issues of significance and how to contribute to
the common good (Chickering, 2010; Dallmayr, 2013; Moyer, 1948; Roth, 2013). Giroux
(2007) states this concern by writing, “Knowledge can and should be used to amplify human
freedom and promote social justice, not simply to create profits or future careers” (p. 39).
A current trend in higher education argues that a liberal arts education does little to
prepare students for the high-tech job industry of the twenty-first century (Roth, 2013). This
challenge to the value of a liberal arts education is not a new phenomenon. Historically,
Benjamin Franklin attacked it for its irrelevance and elitism (Roth, 2013). Booker T.
Washington developed educational utilitarianism, a form of education that emphasized
vocational training (Roth, 2013). Although this devaluing of a liberal arts education is not
entirely new, it was further emphasized in 1983 with President Reagan’s National Commission
on Excellence in Education presenting “A Nation at Risk” (Goldberg & Harvey, 1983). This
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influential report focused on information transfer in school courses. Learning outcomes
concerning moral and ethical reasoning around social issues were pushed to the background as
the focus on professional and vocational training became dominant (Chickering, 2010).
A 2008 study of 9,000 faculty, academic administrators, and student affairs staff by the
Association of American Colleges and Universities found that, when asked if contributing to a
larger community should be a major focus of their institution, 58% of students and 74% of
campus professionals answered: “strongly agree." However, when asked if contributing to a
larger community is a major focus at their institution only 41.5% of students and 43.2% of
campus professionals answered: “strongly agree” (Dey, Barnhardt, Antonaros, Ott, & Holsapple,
2009). These responses indicate that colleges and universities are not making a contribution to
address issues that our broader communities are facing.
When students are asked if their commitment to contributing to the greater good had
increased while they were at college, only 36.4% strongly agreed. When asked if their
awareness of the importance of contributing to the common good, only 32.9% strongly agreed,
and when it came to developing skills necessary to effectively change society for the better only
31.5% answered strongly agree that they had developed these skills (Dey et al., 2009). Even
though a majority of institutional leaders (74%) said that it was important to graduate students
who could contribute to the common good, only a 33% of graduates said that they received the
skills needed to contribute to the common good.
Similar findings were obtained by Meacham and Gaff (2006) when they looked at 331
colleges and universities. They found that contributing to the community to be one of the most
frequently cited learning goals and yet there are few efforts to implement the leadership skills
that will be needed to make those contributions. The authors stated, “One wonders why these
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goals, thought by presidents and trustees to be so important that they appear in mission
statements, are often neglected in actual programs of study” (p. 10). The evidence shows that
addressing social issues is not a main concern for many higher education institutions.
Emphasis on civic engagement without a focus on structural injustice.
In spite of this emphasis on vocational education, in the latter part of the 20th century
some liberal arts institutions recognized the dangers of over-focusing on professional and
vocational training. In 1990, President George Bush signed the National and Community
Service Act. This was part of a renewed effort to engage Americans in civic responsibility
(Sagawa & Halperin, 1993). As a result, higher education created a new focus on service
learning.
The challenge is that many educational programs designed to develop students’ civic and
social consciousness often maintain an individual and anti-structural focus. Kahne and
Westheimer (2003) used a critical consciousness framework to critique programs focused on
community service and character education. They found that a majority of programs focused on
service and character development but not on democracy. Individual character traits of honesty,
integrity, self-discipline, and hard work were the focus of the programs but at the same time
these programs neglected to address social movements, social transformation, and systemic
change. Watts and Flanagan (2007) also looked at the literature on youth civic engagement and
wrote, “The essence of our critique is this: Although there is certainly value in the current civic
engagement literature, much of it focuses on the maintenance of social and political institutions
rather than on action for social justice” (p. 779). Watts, Diemer, and Voight (2011) researched
the use of critical consciousness in youth civic education. They concluded that “for most
scholars in the United States, youth social action aimed at the roots of social injustice is near the
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periphery of theory and research on civic engagement” (p.43). This reinforces the lack of
educational opportunities that many students have to develop skills and knowledge to create
systemic social change.
Ikeda, Plaut, Mitchell, and Cotterman (2016) researched 24 institutions that had been
given the selective Carnegie classification for community engagement. They found that at these
institutions, less than 20% of the syllabi that addressed community engagement mentioned race
as a central concept or topic for discussion. This is one more example of how community
engagement work circumvents significant structural issues. Not addressing structural impacts
that racism has on social inequality leads students to conclude that social inequality is an
individual problem but not a structural one.
As these research studies show, service-learning experiences do not often deal with social
justice, systemic change, and issues of power. One of the most influential works on this issue
has been Mitchell (2008). Mitchell (2008) wrote that there is “an unspoken debate that seemed
to divide service-learning into two camps - a traditional approach that emphasizes service
without attention to systems of inequality, and a critical approach that is unapologetic in its aim
to dismantle structures of injustice” (p. 50). Even when higher education institutions do turn
towards civic education, often it is not done in ways that equip students to address root causes of
injustice and work for social change.
Freire (1973) referred to civic engagement that lacked structural critique and which is
limited to individual efforts to be a “false generosity.” This false generosity maintains
oppressive systems while allowing privileged people to feel like they have done their part to
address the oppressive conditions. To overcome this problem of “false generosity”, one needs to
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develop a critical consciousness, which interrogates the oppressive conditions and develops
actions to address those conditions.
Banking education.
Another impediment to critical consciousness in higher education is the concept of
baking education. A banking pedagogy is an approach to education. This form of education is
characterized by teachers lecturing and students passively sitting in class. This banking
education creates an environment where students become repositories of knowledge and their
power to act is diminished.
Banking education is a pedagogy where the teacher does a majority of the talking while
the students sit quietly absorbing the information. Goodlad (1984) found that 75% of class time
was spent on instruction and nearly 70% of that instruction was talk from the teacher to the
student. I asked my high school son to roughly identify how much of the time in his class was
spent on the teacher talking versus students talking. After pausing for a moment, he answered
that his teachers spoke 70% of the time and students spoke 30% (M. Brekke, personal
conversation, September 18th, 2018). This pedagogical constraint can prevent students from
interrogating oppressive social conditions because they are not processing the impact of those
systems on their own and others’ lived experiences.
Through this banking model of education, the teacher is the coach, quarterback, referee,
and even the rule maker. Using this sports analogy, there is no team because the students are
passive and have no active role in the educational experience (Goodlad, 1984). When there is no
team, the classroom becomes a space that has no room for students to bring themselves, their
social realities, circumstances, and their cultural values into the educational milieu. In most
educational classrooms students have very little to no space to explore, question, or voice their
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perspectives and dilemmas they face (Fine, 1987; Heath, 1978, 1982; Sola & Bennett, 1985). A
classroom filled with teacher-talk excludes the lived experiences of students and therefore
excludes any possible attempt to talk critically about those lived experiences (Fine, 1987).
Despite all of the talk to change this reality, very little has changed over the years as
classroom talk remains the provenance of the teacher. Educators continue to default to what they
experienced in their education, which is the teacher doing a majority of the talking while the
students do a majority of the listening (Fisher, 2011; Howe & Abedin, 2013; Ongeri, 2017).
Research has shown that teachers are not adequately taught how to bring students’ voices into
the classroom (Simpson, 2016; Sutherland, 2015). And additionally, with the current
expectations that teachers be experts in classroom management, teaching methods, and
accountability systems, the idea of education moving beyond this banking style seems like a long
way off (Boyles, 2018).
Dewey (1974) called this absence of students’ experiences a critical issue that education
must address. Freire (1973) emphasized the need for education to focus on generative themes
that students identify from the social conditions of their lives. These generative themes create
spaces for students to own the educational process and become co-creators/active subjects along
with teachers to a very different educational experience, than that of banking education. These
generative themes give students power to own the classroom by bringing their lived experiences
into the classroom. Through these generative themes students and teachers begin to share power.
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Growing social polarization.
As higher education continues to emphasize vocational education, civic responsibility
without a focus on structural injustice, and a banking pedagogy, the demographic and economic
realities in the United States are rapidly changing, contributing to an increase in social anxiety.
The U.S. Census Bureau has projected that by 2042 people of color will make up a majority of
the U.S. population (Craig & Richeson, 2014). Craig and Richeson (2014) have found that
making Whites aware of this demographic shift can lead them to perceive that their racial
group’s status is threatened, and as a result, they express greater political conservatism. Based
on these results, they conclude that the U.S. political landscape is likely to become increasingly
racially polarized. Danbold and Huo (2015) found that for White Americans, the perceptions of
their shrinking group size correlated with greater support for assimilation by minoritized groups
and lower endorsement of diversity. They argue that this rise in support of assimilation and
declining support for diversity is Whites’ reactions to the slipping away of their status of being
prototypically All-American (Danbold & Huo, 2015). Research around the 2016 presidential
election, which was highly racialized and polarizing, has also found that the status threat of
Whites played a major role in how they voted (Fowler, Medenica, & Cohen, 2017; Mutz, 2018).
In addition to the U.S. demographic shifts, the middle class is shrinking, and the numbers
of people experiencing poverty is growing. In 2002, the median household annual income in the
United States was $55,807. By 2014, it decreased to $53,657. That is a decrease of 3.9% over a
12-year period (DeNavas-Walt, Proctor, & Bernadette, 2015). Since the late 1970s, the top 1%
of families’ wealth has regularly grown. In 2012, the top 1% of households owned 42% of the
wealth. The top .1% are driving most of this growth. In 1978, the top .1% owned 7% of the
wealth, but by 2012 they owned 22% of the wealth. These numbers are close to the historic
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highs of the 1920s (Bricker et al., 2014; Saez & Zucman, 2016). At the same time, the bottom
90% of families had a high of 35% ownership of the wealth in the mid-1980s. Since then that
percentage has dropped to nearly 23% in 2012 (Saez & Zucman, 2016). These economic shifts
are creating a society of growing inequality where some have a tremendous amount of wealth
while others have very little. This polarization of wealth contributes to a deeply polarized
society on political views and how to addressing social problems (Voorheis, McCarty, & Shor,
2015).
In this context of changing demographics and increased economic inequality, many
Americans are experiencing growing anxiety about their current and future realities. This
anxiety is leading to social and political polarization. Higher education must retain its role in
American society as one of the major institutions that prepares citizens to participate in the
creating a pluralistic and just society. Critical consciousness development is one way higher
education can empower its members to do this work.
Purpose of the Study
This study took place in a context where it is customary for higher education to focus on
vocational education, civic responsibility without a focus on structural injustice, and where a
banking form of education disempowers students. Higher education, is located within a society
which faces growing inequality and widening divisions. A pluralistic democracy is dependent on
citizens who possess the knowledge, motivation, and skills to address the complex contemporary
social challenges. This research suggests and explores the development of critical consciousness
in liberal arts students as a means to a just society. The goal is to understand how students
develop in their critical consciousness within a liberal arts institution. This knowledge may be
applied to pedagogical practices thereby nurturing the critical consciousness of students. The
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belief is that as liberal arts institutions graduate more students with the core elements of critical
consciousness (critical reflection, critical agency, and critical action), they will be more inclined
to address the current social problems. It is hoped that this study will contribute how a liberal
arts experience can help students develop a critical consciousness.
Before 2014 there were no published quantitative scales for critical consciousness, but
since then five newly developed scales that specifically measure critical consciousness have been
published (Shin et al., 2016). This study will make a significant contribution to this emerging
body of literature by using the Critical Consciousness Scale (CCS) (Diemer et al., 2017) and the
Measure of Adolescent Critical Consciousness (MACC) (McWhirter & McWhirter, 2016) to
identify students who have developed in critical consciousness.
Rationale
Through the liberal arts, higher education has a long tradition of educating citizens that
with the capacities to address large and significant social problems (Roth, 2013). In the current
social context of the United States, that tradition is being challenged because of several forces
that are pushing higher education in a different direction. At the same time, society is
experiencing significant increased social polarization. In this context, it is vitally important that
liberal arts education continues to build upon the tradition of educating citizens who can take
effect action to address social problems.
Critical consciousness, defined by the three elements of critical reflection, critical agency,
and critical action, has been shown to produce several positive individual and social outcomes
from students (Diemer, et al. 2017). Critical consciousness also develops students’ capacities to
address the root causes of social injustice (Diemer & Voight, 2011). There is significant
literature on critical consciousness education (Diemer et al., 2017; McWhirter & McWhirter,
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2016; Watts, Diemer, & Voight, 2011). Understanding how students grow in their critical
consciousness development is a current gap in the literature (Diemer et al., 2017; McWhirter &
McWhirter, 2016; Watts et al., 2011). Even more specifically, there is a gap in understanding
how students’ critical consciousness develops as they engage in a liberal arts education. The
object of this study is to address that gap by interviewing liberal arts students with a critical
consciousness to understand what experiences in a liberal arts education assisted students to
develop a critical consciousness.
Research Questions
The central research question in this study is: What are the key factors in a liberal arts
university learning experiences of students that contribute to their critical consciousness
development? The secondary questions that form an integral part of this study are as follows: 1)
What do students identify as characteristics in the university that contribute to their critical
consciousness development? 2) What kinds of co-curricular and curricular programs or classes
at a university campus do students identify that contributed to their critical consciousness
development? 3) What additional experiences do students identity that assisted in their critical
consciousness development? 4) Are there pedagogical experiences that stand out to students in
helping shape their critical consciousness?
Significance of the Study to the Field of Education
This study is significant for the field of higher education because it will contribute to the
work of educating a citizenry equipped to work towards emancipatory actions and a more just
society. Critical consciousness has been shown to lead to several positive social and individual
outcomes that are important for the field of education. Finally, this study will make a
contribution to the understanding of how students develop in their critical consciousness through
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a liberal arts education. This knowledge of critical consciousness development will be used by
educators to further nurture critical consciousness in their educational efforts.
Socially responsible citizenry that work towards emancipatory actions.
One of the largest and most influential collaborations of higher educational institutions,
the Association of American Colleges and Universities, stated, “In this turbulent and dynamic
century, our nation’s diverse democracy and interdependent global community require a more
informed, engaged, and socially responsible citizenry” (AAC&U publications on civic learning,
2015, p. 1). This study will help higher education look critically at efforts that are teaching
students about social justice. Specific knowledge about what and how students learn about
critical consciousness during their liberal arts careers is needed. This study hopes to contribute
to this apparent gap in knowledge. By using critical consciousness, this study will demonstrate
how higher educational institutions can apply learning methods that address the root causes of
social inequality and social injustice and consequentially effective emancipatory actions.
The positive individual and social outcomes of critical consciousness.
Another reason that this study will be significant for the field of education is that critical
consciousness has been linked to several positive individual and social outcomes (Diemer et al.,
2017). One positive outcome is an increase in the hope that injustices can be changed. As
students become familiar with their social conditions, they initially experience an increase in
hopelessness. Through a process of action and continued reflection, students’ agency increases
on both the individual and collective levels. This increase in agency gives rise to a belief that
unjust structures can be changed, which leads to an increase in hopefulness (Berg, Coman, &
Schensul, 2009; Ginwright & James, 2002; McGirr & Sullivan, 2017). McGirr and Sullivan
(2017) found that among people who have experienced domestic violence, as they increase in
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their critical consciousness, they increase in their self-efficacy. Closely related to these findings,
Zimmerman, Ramirez-Valles, and Maton (1999) found a positive connection between the
increase in one’s belief in one’s capabilities and efficacy in the social and policial systems and
mental health outcomes.
Critical consciousness has also been shown to help improve students’ ethnic identity and
help them make positive behavioral decisions (Campbell & MacPhail, 2002; Gutierrez, 1995).
One example of positive behavioral decisions arising from critical consciousness is its link to
academic success (Cammarota, 2007; El-Amin et al., 2017; Kozan et al., 2017; O'Connor, 1997).
High school students who were labeled “at risk” experienced significant increases in high school
graduation rates and college enrollment after being taught to practice critical reflection about
systems of oppression (Cammarota, 2007; Ginwright & Cammarota, 2002). In addition,
students’ vocational behaviors (choice of vocation, sense of identity in vocation, including
expectations for what one will receive from vocation) have also been linked to critical
consciousness development (Chronister & McWhirter, 2006; Diemer & Blustein, 2006; Diemer
& Hsieh, 2008; Diemer, 2009; Diemer et al., 2010; O'Connor, 1997).
Several studies have linked students’ critical consciousness development to positive
social outcomes (Berg et al., 2009; Christens & Dolan, 2011; Diemer & Li, 2011; Diemer, &
Rapa, 2016; Gambone, et al., 2006; Warren, Mira, & Nikundiwe, 2008; Zimmerman & Zahniser,
1991). Diemer and Li (2011) found that there is a connection between critical consciousness and
marginalized students participation in voting behavior. They found that students’ increased their
belief that they could impact social and political systems. These students also learned to “read”
their social and political context. By learning to “read” their context they had a greater
understanding of how to address the social injustices in that context. Diemer and Li (2011) state
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that critical consciousness is an unconsidered resource in connecting marginalized students to the
political system.
There is also a large body of research that has linked critical consciousness development
with increased leadership capacities (Christens & Dolan, 2011; Gambone, et al., 2006; Kirshner,
2009; Roberts-DeGennaro, & Fogel, 2011; Zimmerman & Zahniser, 1991). Christens and Dolan
(2011) found critical consciousness had positive effects on students’ leadership development and
positive effects on community development. Along these same lines, Gambone et al. (2006)
compared different approaches used by student development agencies. Across a sample of nine
organizations, they found a critical consciousness approach to be the most effective at promoting
outcomes of leadership development, community involvement, and decision making.
Zimmerman and Zhaniser (1991a) found that as students developed in critical
consciousness, they also increased in their belief that they can influence policy decisions.
Research has also shown that students with a critical consciousness have developed in their
belief that they have the capabilities and efficacy to bring about change in social and political
systems (Seider, Tamerat, Clark, & Soutter, 2017). Kozan et al. (2017) found that critical
consciousness increased student involvement in addressing social problems. Kirshner (2009)
also found that critical consciousness had a positive effect on African-American and AsianAmerican students’ civic identity. Critical consciousness development resulted in similar
findings among adults (Roberts-DeGennaro & Fogel, 2011).
Since critical consciousness has been shown to provide the above positive individual and
social outcomes, higher education institutions should include liberal arts experiences that help
students develop critical consciousness. This study will contribute to a greater understanding of
how liberal arts experiences help students develop critical consciousness. This knowledge can
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then be used to improve current efforts and develop new efforts that increase students’ leadership
capacities to bring about social change.
Improved understanding of critical consciousness development.
Critical consciousness scholarship has been inconsistent in discussions about how it has
been measured (Diemer et al., 2017). At times scales have been used to measure critical
consciousness through a proxy. For example, critical reflection has been measured by proxy for
the inverted scores on the Social Dominance Orientation measure (Diemer & Blustein, 2006b).
Another example is the way critical action can be measured by the proxy of Sociopolitical
Control Scale scores (Diemer, et al., 2006). These proxy measurements all fall short of creating
a consistent measurement that focuses on the unique aspects of critical consciousness (Diemer,
McWhirter, Ozer, & Rapa, 2015; Diemer et al., 2017; Shin, et al., 2016; Thomas et al., 2014).
This lack of a consistent measurement has greatly limited the coalescence of evidence regarding
critical consciousness development (Diemer et al., 2015). This results in its limited use in higher
education contexts which is driven by evidence-based approaches to pedagogy.
Before 2014 there were no published quantitative scales for critical consciousness, but
since then five newly developed scales that specifically measure critical consciousness have been
published (Shin et al., 2016). This study will make a significant contribution to this emerging
body of literature by using the Critical Consciousness Scale (CCS) (Diemer et al., 2017) and the
Measure of Adolescent Critical Consciousness (MACC) (McWhirter & McWhirter, 2016) to
identify students who have developed in critical consciousness. Those students will then
participate in group interviews that will produce detailed information to understand how those
students have grown in their critical consciousness. This data will inform the literature on how
students grow in critical consciousness, including specific types of curricular, extra-curricular,
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and pedagogical experiences that positively contributed to their development of critical
consciousness that make life more just for themselves, others, and the common good.
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Chapter 2: Literature Review
Introduction
Through my lived experience, I have come to believe that higher education must address
the significant social problems of our time such as environmental degradation and impending
climate catastrophe (Ripple et al., 2017; Watts, 2018), growing inequality, health disparities,
racial disparities, and affordable housing. I am deeply convinced that by developing students’
critical consciousness can make an important contribution to this goal. As students develop
critical consciousness, they have the potential to gain knowledge, motivation, and skills to work
towards social change. This chapter lays out what is meant by critical consciousness and
presents the three components of critical consciousness: critical reflection, critical agency, and
critical action. This chapter will discuss the challenges to critical consciousness development,
related theories, and stages of critical consciousness development. Through the literature key
aspects of critical consciousness education will be explored. The literature will also, explore the
measurements of critical consciousness and discuss the significance of those measurements for
this study. And lastly, this chapter will identify the current gap in the literature around the lack of
knowledge of how college students develop a critical consciousness through a liberal arts
education. By discussing critical consciousness from these important perspectives, this chapter
lays an important foundation for this study.
Critical Consciousness Defined
In the classical works Pedagogy of the Oppressed and Education for Critical
Consciousness, Freire (1973; 2000) explains the concept of critical consciousness as a
sociopolitical educative tool that engages learners in questioning the nature of their historical and

28

social situation. More simply, Freire (1973) addressed critical consciousness as the ability to
read the world.
Therefore, critical consciousness can be conceptualized as a process by which people
reflect on the oppressive social systems that shape and control their lives, and after reflection and
a new awareness, they can consciously begin to act in the world and oppose such oppressive
systems. This process of reflection and action moves people from being objects that are acted
upon to subjects that act and progressively change the world. Freire (1998) wrote the following.
Only beings who can reflect upon the fact they are determined are capable of freeing
themselves. Their reflectiveness results not just in a vague and uncommitted awareness,
but in the exercise of profoundly transforming action upon the determining reality.
Consciousness of and action upon reality are, therefore, inseparable constituents of
transforming acts by which men become beings of relation (p. 500).
As researchers have studied critical consciousness, they have theorized that there are
three components to critical consciousness. Those components are critical reflection, critical
agency, and critical action (Diemer et al., 2015; Shin et al., 2016; Thomas et al., 2014; Watts &
Flanagan, 2007). It is very important to understand these three components in order to
understand critical consciousness. The next section will describe each of these three components
in order to gain a deeper understanding of critical consciousness.
The first component of critical consciousness is critical reflection. Critical reflection
refers to the process of people “coming to see critically the way they exist in the world with
which and in which they find themselves” (Freire, 2000, italics original, p. 83). This is the
cognitive aspect of critical consciousness. Freire believed that humans could relate to their
environment through a consciousness of history, themselves, others, and future possibilities.
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When critical reflection happens people move from being passive objects to active subjects, who
take agency to bring about change. Critical reflection moves beyond the common hegemonic
explanations like blaming the victims or saying that things have always been a certain way. This
critical reflection can then conduct historical and structural analysis of the root causes of
systemic oppression (Watts et al., 2011).
According to Carlson, Engebreton, and Chamberlain (2006), one example of critical
reflection was from a student who talked about her understanding of how local businesses
perpetuate poverty in communities: “The owners won’t participate in, or contribute to anything
we do in the neighborhood. Why do we support them when they grab their children, their fine
expensive cars, and our money and dash out of the community before dark every day?” (p. 845).
This student was questioning the nature of the relationship between business owners and to what
extent they benefit the community of the consumers who do business with them. This critical
questioning is the start of a reflection that identifies the dissatisfaction community members may
have about their social conditions. It is a heightened awareness that is driven by critical
questioning.
Some sociologist have talked about critical reflection as a form of sociological
imagination (Mills, 1959). Mills meant by this term that a person has the capacities to see the
connections between the personal and the social. By understanding these connections, people
have a greater capacity to understand others and themselves in a particular social context. This
sociological imagination then influences how one lives in society and shapes that society. Mills
(1959) states the following:
We have to come to know that every individual lives, from one generation to the next in
some society; that he lives out a biography, and that he lives out within some historical
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sequence. By the fact of his living, he contributes, however minutely, to the shaping of
this society and to the course of its history, even as he is made by society and by its
historical push and shove. (p. 5)
This sociological imagination develops the capacities to shift between multiple perspectives and
make complex connections between social structures and individual lives (Mills, 1959). Both
critical reflection and sociological imagination contextualize the individual within a broader
social setting. This contextualization gives the individual a more informed way of living within
that setting.
Researchers have theorized about different aspects of critical reflection. These different
ways of theorizing critical reflection can provide a deeper understanding of what is meant by
critical reflection. One way of theorizing about critical reflection was developed by Diemer et
al. (2017). They developed two subscales for critical reflection. The first subscale is “critical
reflection: egalitarianism,” the endorsement of equal social standing for differing social groups.
This subscale was developed to help researchers understand how critical reflection impacts
students’ view of a just society and the rejection of social inequality. The second subscale is
“critical reflection: perceived inequality,” meant to measure students’ awareness and/or analysis
of social inequalities. This subscale is meant to help researchers understand if students attribute
inequality to structural or more individualistic causes.
While Diemer et al. (2017) looked at a structural understanding of social inequality,
Thomas et al. (2014) conceptualized critical reflection in regards to marginalization and
discrimination at the interpersonal level. Their research was designed to understand how
students develop their ability to take the perspective of a person coming from a different social
group. Critical reflection, in this research, was understood as helping people to question their
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own perspective and develop capacities to see the world from another perspective. What all of
these researchers show is that critical reflection involves both a structural and an interpersonal
aspect.
Freire (1994) consistently talked about reflection and action as the two components of
critical consciousness, but he alluded to the third component of agency when he wrote about the
importance of hope. This hope is the belief that if people act on their social circumstances
through critically informed actions, their social circumstances will change. Other researches
have built on Freire’s idea of hope and talked about the second component of critical
consciousness as political efficacy or critical agency, the belief that one can affect social and
political change through individual or collective activism (Diemer et al., 2015; Watts, Griffith, &
Abdul-Adil, 1999; Watts et al., 2011). This is the attitudinal component of critical
consciousness. An important precursor to activism is to believe that change can happen before
one engages in actions to address social injustices. Critical agency has been argued to be an
essential component for young people because of the age-based constraints that they face. They
face age thresholds for voting, joining some community-based social action groups, and the
general cultural norm that students cannot bring about social change (Diemer et al., 2015).
Because it has been perceived that critical agency leads to actual critical action (Diemer & Li,
2011a), this is an important component in understanding how people move from critical
reflection to critical action.
McWhirter and McWhirter (2016) have measured critical agency by looking at moral
concern with inequity, motivation to address inequality, and perceived ability to make a
difference. Two representative items from the MACC are, “I am motivated to try to end racism
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and discrimination” and “It is important to fight against social and economic inequality”
(McWhirter & McWhirter, 2016, p. 548).
Critical reflection is about what one knows and how one knows it, which are important
intellectual questions. Moving that intellectual knowledge into action requires moral and ethical
questions which start to emerge in critical agency. Just because someone knows something does
not mean that she or he choose to act on it. Aristotle called the process of acting out the truth
habituation. Habituation requires courage and discipline of the body, mind, and soul to act out
the truth that one intellectually knows (Bowditch, 2008).
Critical agency is the connective tissue that moves one from critical reflection to critical
action (Diemer and Rapa, 2016). It builds both individual and group capacities so people see
that they can act upon the knowledge they have and that those actions can lead to emancipatory
actions. Diemer and Rapa (2016) state this is a central idea of critical consciousness and yet
their research has not been able to provide empirical evidence for how critical agency is related
to critical reflection and critical action. They state that there needs to be more research in this
area.
The third component of critical consciousness is critical action, which is both individual
and collective actions that aim to address social injustices (Watts et al., 2011). These actions can
include activism, as well as actions taken within the political system to address perceived social
injustices. This is the behavioral component of critical consciousness. Critical action informed
by critical reflection is what Freire (2000) believed, could lead to social transformation. He
wrote that there is a need for, “reflection and action upon the world in order to transform it”
(2000, p. 51). This transformation of the world is key to critical consciousness and sets it apart
from other theoretical frameworks. Reflection and agency must move to action. Otherwise, they
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are just empty words and have no real significance in people’s lives (Freire, 1973). The
importance of and emphasis on action is a key component of critical consciousness that
distinguishes it from other ways of approaching education and from various developmental
theories. Those who have argued that critical consciousness is an “antidote” to the effects of
structural oppression have all emphasized the importance of individual and collective action to
address inequalities because it is this action that makes a difference in the lives of people. If
people do not experience emancipatory actions, then reflection and agency become one more
theoretical framework that makes little to no difference in people’s lived experiences (Freire,
2000; Ginwright & James, 2002; Prilleltensky, 2012; Watts et al., 1999).
For Freire (1973), the interplay between critical reflection and critical action is vitally
important. Critical reflection allows one to understand how systems of oppression operate, and
out of that understanding one can develop critical action that disrupts systems of oppression.
This combination of reflection and action move people from being recipients to knowing
subjects. Freire referred to this unity of reflection and action as “praxis” (Lloyd, 1972). Freire
(2000) explains this interchange between reflection and action in this way: “Authentic liberation
- the process of humanization - is not another deposit to be made in men. Liberation is a praxis:
the action and reflection of men and women on their world in order to transform it” (p. 79).
Critical consciousness places emphasis on praxis as emancipatory action. However, for some the
action of changing oppressive systems becomes too difficult, and then people can change the
truth to justify the status quo. Justifying the status quo is what Freire (1994) identified as a
significant issue to critical consciousness development.
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Freire (1998) conceptualized these terms as being reciprocal with critical reflection being
a precursor to critical action. Once critical action has taken place, it always leads to a deeper
critical reflection. As people reflect on their oppressive context, they become compelled to act,
and as they act they gain more knowledge of oppressive systems that inform their future actions
(Freire, 1998).
The Challenge of Ideological Hegemony to Critical Consciousness
It is important to acknowledge that the process of critical consciousness is extremely
challenging because of how ideological hegemony is legitimized. Even those with little power
will often consider the prevailing systems just. Few ever integrate these systems because they
assume the basic answers that are given by society to justify those systems. Marger (2008)
writes, “People may recognize certain societal shortcomings from time to time and may
acknowledge the realities of inequality, but the system as a whole is seen as fundamentally fair
and the best that humans have yet devised” (p. 210). Through the socialization process,
dominant ideologies are accepted by members of both the oppressed communities and of
dominant communities as the best way to understand the world. Huber and Form (1973) write
this about dominant ideologies: “Dominant ideologies function to comfort those who the system
rewards and to justify the system to those who it fails” (p. 79). Therefore, some members of
both groups risk avoiding emancipatory actions in order to stay in a comfortable relationship
with the status quo.
Marger (2008) argues that there are several core beliefs and other ancillary beliefs in a
society that supports the dominant ideology. People are socialized into these beliefs through
several different social institutions. One of those institutions is the media. Sociologist Gitlin
(1980) explains the socialization of dominant ideology through media: “The media bring a
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manufactured public work into the private space. From within their private crevices, people find
themselves relying on the media for concepts, for images of their heroes, for guiding
information, for emotional charges, for recognition of public values, for symbols in general, even
for language” (pp. 1-2). This is just one example of many that could be given on how dominant
ideologies are socialized into people through social institutions. This socialization presents a
significant challenge to critical consciousness development.
Marx’s Challenges to Critical Action
The social transformation that critical action aims for also has significant challenges
because of the issues that Karl Marx (1983) lays out in “Critique of the Gotha Programme
(1875)”. Marx makes the point that social revolution cannot take place in a short period of time.
Any society built on a particular ideology for a few hundred years takes time to replace. All
emerging systems are in a dialectical response to the system that comes before them. Marx
states,
What we have to deal with here is communist society, not as it has developed on its
foundations, but, on the contrary, just as it emerges from the capitalist society; which is
thus in every respect, economically, morally, and intellectually, still stamped with the
birthmarks of the old society from whose womb it emerges. (part 1, p. 23)
With Marx’s (1983) terms like “equal right” and “fair distribution of the proceeds of
labor” one must also be aware that current ideological hegemony deeply shapes how those terms
are used and to what extent they are understood in the present. As the current system changes, so
will the understanding of the terminology used.
Marx (1983) also writes about the appearance of change without the essence of change.
Real social revolution moves beyond the appearance to affect actual change. Marx says that
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many efforts at social change might not be social change, but they give those who attempt them
opportunities to develop their capacities to think and act beyond the current system. But the
capacity to see these efforts for what they are is needed, and not label them the revolution, but
identify them only as precursors to the revolution.
Lastly, Marx (1983) points out that oppressed people often see their dream of freedom
met through the instruments of the dominant system. This lack of imagination must be
confronted, and new instruments must be developed to bring about liberation. Because of these
realities, the process of critical consciousness takes significant work and time. For this reason,
Freire (1973) conceptualized critical consciousness taking place in different stages of
development.
Stages of Critical Consciousness Development
Freire (1973) discussed three stages in the development of critical consciousness. The
first stage is intransitive, followed by semi-transitive, and the last stage is critical transitive
(Freire, 2000; Shor, 1992). The first stage of intransitive consciousness, Freire believes, does not
give people the power to change social systems. In this stage, one believes that what happens in
life is shaped by divine force, the all-powerful elite, or by accident. One believes that the status
quo is permanent and cannot be changed (Freire, 2000; Shor, 1992).
In the second stage of semi-transitive consciousness, people start to see cause and effect
relationships and the power of people to change things. But one sees life and society as
unrelated parts. This is the stage where people work to change one issue at a time. For example,
one might address issues of hunger but never analyze why people are hungry in the first place
(Freire, 2000; Shor, 1992).
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After the second stage, Freire (2000) makes the argument that one can move on to the
final stage or one can move to what he calls the fanaticized consciousness. In fanaticized
consciousness, a person is moved more by emotions than reason. Freire (2000) wrote that in this
stage, “men are defeated and dominated, though they do not know it; they fear freedom, though
they believe themselves to be free” (p. 16). One also has the possibility of moving from the
second stage to the third and final stage of critical transitive consciousness.
In the third stage of critical transitive consciousness, one starts to make connections
between single issues and larger social systems. Transformative actions are taken based on this
broader historical social analysis. As Shor (1992) notes,
Critical Consciousness refers to the way we see ourselves in relation to knowledge and
power in the society, to the way we use and study language, and to the way we act in
school and daily life to reproduce or to transform our conditions. ( p. 129)
It is in this third stage where connections are made between the individual and the structural, and
one begins to understand that to make changes that impact the individual requires changing the
structural.
Even though Freire did name qualitatively different phases of critical consciousness, the
broader developmental literature has moved away from stage models (Godfrey, 2018; Schaffer,
2006; Wallin-Ruschman, 2018). Also, the framework of intersectionality, which was developed
to make sense of how interlocking systems of oppression are experienced, calls into question
whether critical consciousness is developed along sequential stages (Godfrey, 2018; Syed, 2010).
Students of intersectionality know that “intersection identifies and creates instances of both
opportunity and oppression, where a person can, depending on his or her particular identity in a
specific social context, experience advantage, disadvantage, or both at the same time” (Warner,
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2008, p. 455). Shin et al. (2016) used intersectionality in developing the Contemporary Critical
Consciousness Measure. Their results showed that an individual could be high in their critical
reflection in regards to racism but lower in regards to heterosexism. Thus their results indicate a
lack of sequential progress across all forms of oppression.
This study will assume that critical consciousness does not develop along a strict stage
model. The stages listed above are helpful in so far as they give a picture of how students
develop but this study will assume that a student might be in multiple stages at the same time.
This will be important because when it comes to one particular social issue a student might be
operating at a high level of critical consciousness and at the same time on a different social issue
they might be operating at a lower level of critical consciousness. This work on the different
stages of critical consciousness will be helpful when interpreting the meaning of students’ group
interviews.
Critical Consciousness and Other Related Theories
There are several closely related theories of critical consciousness and at times these
theories are used interchangeably. For this reason, is it important to define these theories and
determine how they are similar and different from critical consciousness. Social justice youth
development theory (Ginwright & James, 2002), empowerment theory (Peterson, Hamme, &
Speer, 2002; Speer & Peterson, 2000), sociopolitical control (Zimmerman & Zahniser, 1991;
Zimmerman et al., 1999), and sociopolitical development theory (Watts et al., 1999; Watts &
Flanagan, 2007) are all related to critical consciousness in some way, but not in the same way.
Social justice youth development theory (SJYD) is based on the following principles:
analyzing power within social relationships, making identity central, promoting systemic change,
encouraging collective action, and embracing youth culture (Speer & Peterson, 2000). SJYD is
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widely used in the youth development field and distinguishes itself from other youth
development approaches by connecting itself to critical consciousness. SJYD has been found to
foster critical consciousness with youth, where other forms of social services, including
traditional youth development programming, have failed to develop critical consciousness (Speer
& Peterson, 2000). SJYD is a theory developed specifically for middle school and high school
youth to nurture the growth of critical consciousness.
Empowerment theory is defined as “a process of increasing personal, interpersonal, or
political power so that individuals can take action to improve their life situations” (Speer &
Peterson, 2000, p.109). This concept is used at both the macro and micro levels. Psychological
empowerment has cognitive, emotional, and behavioral dimensions, which are used to assess an
individual’s capacity to make social change. Proponents of empowerment theory have done a lot
of work to show that cognitive understandings of community and political power do not predict
one’s behavior in those systems. The idea of critical agency suggests that it may mediate the
relationship between reflection and action. The placement of emphasis is what differentiates
critical consciousness from empowerment theory. Critical consciousness emphasizes an
awareness and action to address the structural causes of social problems, and empowerment
theory places greater emphasis on notions of power and agency of the individual (Watts et al.,
2011).
Sociopolitical control refers to “beliefs about one’s capabilities and efficacy in social and
political systems” (Zimmerman & Zahniser, 1991, p.189). Having a high level of sociopolitical
control is about believing that one can influence policy decisions, lead a group of people, or
organize a group of people. Sociopolitical control was developed to especially look at what
factors lead people to get involved in community structures and become involved citizens.
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Sociopolitical control has been shaped by critical consciousness in that it is concerned with how
people engage their social context and develop capacities and agency to address structural
injustices (Diemer et al., 2017; Zimmerman, Ramrez-Valles, & Maton, 1999).
Sociopolitical development (SPD) is defined as “the process by which individuals acquire
the knowledge, analytical skills, emotional faculties, and the capacities for action in political and
social systems necessary to interpret and resist oppression” (Baker & Brookins, 2014, p. 1016).
This theory has a five-stage developmental model. Through each of these stages young people
develop in their progression towards liberation and social action. Some of the key aspects of
SPD are empowerment, self-efficacy, racial identity, spirituality, social analysis, sense of
agency, cultural worldview, Black identity, racial socialization, and commitment to societal
involvement. Similar to critical consciousness, SPD’s goal is to work towards the liberation of
society and individuals (Freire, 1973; Watts et al., 1999). Many scholars have identified critical
consciousness as the cornerstone of SPD (Baker & Brookins, 2014; Diemer, McWhirter, Ozer, &
Rapa, 2015; Diemer et al., 2017). Because of their similar theoretical connections, some use the
terms critical consciousness and SPD interchangeably (Shin et al., 2010; Thomas et al., 2014).
All of these different theories use critical consciousness to some degree to develop their
unique approach. For this project, critical consciousness will be the main focus, but these other
approaches will be used at times to help develop the concept of critical consciousness.
Difference Between Critical Consciousness and Social Consciousness
It is important to differentiate critical consciousness from social consciousness. Social
consciousness is defined as consciousness shared by individuals within a society. It means to be
aware of the problems within a society or community (Cooley, 1907). Mann (2006)
conceptualized social consciousness as an organic model of interconnected layers of thoughts,
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ideas, and views. This consciousness is developed in the social world by interacting with others
by using symbolic forms of social action like languages. As a person’s social consciousness
develops, one becomes aware of the social hierarchies and social inequalities.
Critical consciousness embraces the social nature and the awareness of social hierarchies
and inequalities of social consciousness but goes beyond analysis to action. Freire (1998) argues
that all true critical reflection must lead to critical actions that change and resist systems of
oppression. For Freire, without critical action, reflection becomes what he calls verbalism
(words with no action). Freire (1973) writes,
Our traditional curriculum, disconnected from life, centered on words emptied of the
reality they are meant to represent, lacking in concrete activity, could never develop a
critical consciousness. Indeed, its own naïve dependence on high-sounding phrases,
reliance on rote, and tendency towards abstractness actually intensified our naiveté. (p.
33)
The major distinction between critical consciousness and social consciousness is the importance
critical consciousness places on taking actions that lead to social change.
Key Aspects of Critical Consciousness Education
Teacher/student and student/teacher relationships.
Freire’s theory of education challenges the traditional style of a banking education. In
banking education, teachers are subject-actors who contain knowledge. That knowledge is
deposited into the passive learner-objects, who are empty containers. For Freire, those roles are
too rigid, giving too much power to teachers and too little power to students. Freire (2000)
believes that critical consciousness education could not remain distant from the oppressed in a
way that treats them as unfortunates. “Critical consciousness education must engage with the
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oppressed to truly be liberatory education” (p. 54). Each teacher must become a teacher/student,
and each student must become a student/ teacher to “create an exchange between equal subjects”
(Freire, 1973, p. 117).

This teacher /student and student /teacher model allows knowledge to be

explored through a shared process of inquiry.
…Circles of culture (discussion groups) replace schools and classes; ‘coordinators’
replace teachers. Not that educators and specialists do not have special functions but
their knowledge is always to be brought together with the people’s experience, the two to
learn from each other as they examine, reflect, and act upon their common reality, the
historical-cultural situation in which the people live. Teachers, by their broader
perspective, assisted by being a specialist from various disciplines, have the primary
function of posing problems. (Lloyd, 1972, p. 8)
Khane and Westheimer (2003) found that programs incorporating critical consciousness
taught students why being committed to active engagement in their own restrictive conditions
and beyond was important. These programs developed students’ capacity by showing them how
they could question their conditions and develop a community with others, who were also
questioning their social conditions. Wallin-Ruschman, Patka, and Murry (2018) also found that
relationship building plays a key role in critical consciousness development. This research
reinforces Freire’s (2000) idea that critical consciousness is not banked into students but it is
something that they learn through a dynamic relationship with others. This includes
relationships with teachers. Through critical consciousness education, teachers enter the
classroom in a way that nurtures relationships with their students in ways that create a learning
experience where everyone is learning from each other. One of the main ways that these
relationships develop is through dialogue.
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Dialogue.
Dialogue is the main way that a teacher/student and a student/teacher engage with each
other. hooks (1994) described dialogue as the simplest way people can “cross boundaries
erected by systems of oppression to keep people apart” (p. 130). Freire (1973) argued that
dialogue is a relationship involving empathy nourished by love, humility, hope, faith, and trust.
It is only through dialogue that true communication happens. For Freire (1973), anti-dialogue is
constructed on a vertical relationship between teacher and student that “lacks love, is selfsufficient, hopelessly arrogant, and cannot create a critical attitude” (p. 42). This anti-dialogue
perpetuates “cultural invasion” (p. 102), the taking over by teachers who are outside the culture
of the students. Dialogue, instead, creates a space for respectful and collaborative engagements
from people coming from different cultures. In this respectful and collaborative environment,
the teacher role becomes one where they bring their specific knowledge and skills into the
learning environment in such a way to facilitate everyone’s learning (Sardabi, Biria, & Golestan,
2018) The teacher will have unique assets to bring to the learning environment, but those assets
are brought into the learning environment along with the assets of the students, not over and
against what the students bring.
Through dialogue, education humanizes everyone involved. It makes them actors in their
own reality. The social distance between the teacher and student is eliminated because the
teacher no longer assumes that students are “ignorant but assumes that students have knowledge”
(Freire, 2000, p. 104). hooks (1994) noted that through dialogue students and teachers look at
each other, engaging in acts of recognition of who each other are. Through this looking at each
other, experiences are shared, and “confessional narratives build a communal commitment to the
educational process” (Freire, 2000, p. 186). This looking at each other creates a humanizing
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experience, where true social transformation begins on a foundation for the creation of
“knowledge grounded in experience and community” (Freire, 2000, p. 103). Freire stated that all
thinking must be done in a relationship and that “isolated thinking reduces the power of
connection between learners and teachers” (p. 121). What is lacking from the work of Freire and
hooks are student perspectives on dialogue in the classroom. Student voices need to be
highlighted in how dialogue happens and what dialogue should look like in the classroom.
Habermas (1984; 1987) argues that open communication, or what Freire calls dialogue,
must be grounded in certain conditions. These conditions are what allows the communication to
be an actual exchange. One of the conditions for Habermas is that the communication must be
truthful or sincere. In the educational context, everyone in the learning community must
approach the learning experience not trying to just win an argument through deceit but disciple
oneself to share only truthful statements. This requires everyone in that learning context to not
only acknowledge the need for truthful statements but to also practice only using truthful
statements.
Habermas (1984; 1987) also states that there must be equal power. This equal power is
realized through teacher/student and student/teacher relationships. It is important to realize that
equal power does not mean equal lived experiences. In the learning community, everyone is
going to bring diverse lived experiences which will mean that, given those life experiences, at
times some will have a great deal to contribute and that other times they might not have as much
to contribute. The equal power assures that given any conversation, everyone can contribute as
they have something to enrich the learning experience.
Habermas (1996) also lays out the condition that communication must be responsible and
that communicative freedom is not absolute:

45

Communicative freedom exists only between actors, who, adopting a performative
attitude, want to reach an understanding with one another about something and expects
one another to take positions on reciprocally raised validity claims. The fact that
communicative freedom depends on the intersubjective relationship explains why this
freedom is coupled with illocutionary obligations. (p. 119)
In an educational context, this requires that everyone in the learning community embraces these
obligations for dialogue to happen. And as this dialogue happens, it leads to an increase of
critical consciousness.
For Habermas (1979), as these conditions are practiced, the barriers to meaningful and
genuine social relationships are lowered. These relationships bring about conversation that does
not bring closure but opens everyone involved to infinite possibilities to seek truth and achieve
understanding.
Freire (2000) said that
Dialogue in any situation (where it involves scientific and technical knowledge or
experiential knowledge) demands the problematic confrontation of that very knowledge
in its unquestionable relationship with the concrete reality in which it is engendered, and
on which it acts, in order to better understand, explain, and transform that reality. (p. 108)
Dialogue moves education away from just filling students with knowledge as the banking system
does, towards a relationship where both students and teachers create knowledge together, often
centered around a problem (Freire, 2000). This dialogue-driven education problematizes the
educational content instead of providing answers.
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Problem-posing education.
Through dialogue education also moves away from a problem-solving project to be one
that is problem posing. Problem-solving education reduces the human experience to mere
problems that are solved. On the other hand, problem-posing education humanizes life in all of
its complexities and empowers humans to have the agency to change their lives for the better by
intervening in the socialization process (Freire, 2000).
Knowledge is not extended from those who consider that they know to those who
consider they do not know. Knowledge is built up in the relations between human beings
and the world, relations of transformation, and perfects itself in the critical
problematization of these relations. (Freire, 1973, p. 96)
Shor (1992) wrote that “when educators offer problem-posing, democratic dialogue in the
classroom, they challenge socialization into the myths, values, and relations of the dominant
culture” (p. 117). Problem-posing education interrupts the socialization process of the dominant
culture and allows students and teachers to think about the world in a different way and then
create a different world (Sardabi et al., 2018).
Problem-posing education also engages students in the learning process. By asking
critical questions, educators avoid the passive transfer of information and instead invite students
into an active exploration of the subject matter (Sardabi et al., 2018; Shor, 1992). Goodlad
(2004) found that nearly 70% of the traditional class time was spent on teacher-to-student talk.
“Barely 5% of the instructional time was designed to elicit students’ responses” (Shor, 1992, p.
97). Shor (1992) argued that
in this totality of socializing experience, students are developed into passive learners,
uninvolved citizens, and underperforming workers urged to buy things they don’t need.
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Desocialization succeeds when it challenges anti-intellectualism, underperformance,
nonparticipation, regressive social values, and apathy towards public life. (p. 133)
On the other hand, problem-posing education engages students in a dynamic process of
discovering their agency in transforming their realities. Freire (1973) wrote,
Thus the educator’s role is fundamentally to enter into dialogue with the illiterate about
concrete situations and simply to offer him the instruments with which he can teach
himself to read and write. This teaching cannot be done from the top down, but only
from the inside out, by the illiterate himself, with the collaboration of the educator. (p.
45)
Shor (1992) notes that Freire (1973) refers to this separation between teacher and students as the
first obstacle that must be overcome in the education process. Education is not the transference
of knowledge, but the encounter of subjects in dialogue with each other, searching for the
significance (Freire, 1973; Shor, 1992). To do this kind of education people must ask themselves
if they believe in the people with whom they are engaging. Freire (1973) argues that if this
belief is missing, then education will only be done by cold technicians, but they will never be
educators who carry out radical transformation. By believing in people, posing problems, and
addressing those problems the educational process becomes one that is full of life, meaning, and
deeply relational.
Out of this new way of teachers and students relating to each other emerges a thriving
learning community. Shor (1992) described this community emerging from “mutual
communication, meaningful work, and empowering methods” (p. 259). In this problem-posing
education, students learn a new way of owning the classroom and teachers learn a new way of
being present in the class. Both of these new postures lead to this healthy learning community.
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This learning community, in turn, leads to power being shared by both teachers and students,
which democratizes the learning experience. Shor does not talk about the challenges that
students have in claiming their space in this problem-posing educational process. hooks (1994)
does address this challenge that students have, but it is only from personal experience. This is an
area that needs further research.
Democratization.
Critical consciousness education also develops students’ capacities to participate in and
create democratic spaces (hooks, 1994; Sardabi et al., 2018). In banking forms of education,
students learn unilateral authority is normal, yet at the same time, they are contradictorily told
that they live in a free and democratic society (Shor, 1992). Through a critical consciousness
pedagogy, students experiment with sharing power, co-creating solutions, and what it is like to
be in command of the learning process. A considerable number of educators including Dewey
(1974) and Piaget (1979), as well as Freire (2000), have asserted that learning works best in an
active, creative process (Shor, 1992).
One of the critical moves towards this democratic classroom is the development of the
teacher as a democratic authority (Sardabi et al., 2018; Shor, 1992). As teachers develop their
capacities for dynamic dialogue, sharing authority, and co-creating with students, the classroom
can make a significant shift to become a democratic environment (Shor, 1992). This
transformation of the teacher takes a great deal of unlearning and relearning about how authority
is used in the classroom. Shor (1992) wrote, “My authority changes. My teaching practices and
my comments seek a democratic position in the class instead of the unilateral and teacher-talk
authority that students both expect and resent” (p. 165).
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This learning and unlearning not only applies to teachers but is also required of students.
As both students and teachers learn to make the classroom a democratic space, both increase in
their agency to bring about social change. The democratic class allows for both the teacher and
student to have full human agency. Human agency in critical consciousness means there is the
capacity for all to be fully human. In return, this humanizing education allows both students and
teachers to develop their agency to act in the world.
Human agency development.
According to Freire (2016), critical consciousness is deeply rooted in lived experience. It
was the “real and concrete hunger” (p. 15) of not knowing where or when his next meal was
coming from that drove him to be passionate about changing the world. For Freire (1973), the
future was open to possibility and was not predetermined. This open future is an important part
of his understanding of critical consciousness. Because the future is open, the concrete action of
people today shapes and changes the future:
I would then remain the last educator in the world to say no; I don’t accept… history as
determinism. I embrace history as possibility where we can demystify the evil in the
perverse fatalism that characterizes the neoliberal discourse in the end of this century.
(Freire, 2000, p. 26)
He saw that in this neoliberal discourse the present is linked to the past in such a way that the
present is nothing more than a given and immutable reproduction of the past. This view makes
people “spectators of their lives and denies human freedom” (Freire, 2000, p. 38).
Those who embrace critical consciousness do not become prisoners to the “circle of
certainty,” but they engage in the world in ways to transform that world. The more a person
develops in their critical consciousness, the more that person enters into their social reality; they
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know that reality better so that they can transform it. These individuals are not afraid to see their
social reality for the way it is because they believe that they can transform it (Freire, 2000).
Critical consciousness helps people embrace this way of facing the world for all that it is,
for who they truly are, and gives them the capacity to act in the world (Giroux, 2007; Serrano,
O’brien, Roberts, & Whyte, 2018). For many people, they fear this freedom and would rather
see the world and themselves as they imagine them to be. This imaginary state allows them to
feel some sense of control and comfort. Freire (2000) argues that when people shed the “fear of
freedom,” which makes them passive, they can replace it with autonomy and responsibility. This
freedom was what he called the “ontological vocation” of humanity. Humans are to be subjects
who act upon and transform the world; they were not meant to be objects that are acted upon. By
being subjects, humans win back the right to “say his or her own word, to name the world”
(Freire, 2000, p. 33). The right to name creates a new awareness of self, restores dignity, and
offers hope (Freire, 2000).
It should be noted that there is fear associated with this freedom. At times people will
choose to stay with the familiar and give up the possibilities of living into this ontological
vocation (Serrano et al., 2018). One of the key questions that researchers need to answer is what
helps move students through their fear to start embracing freedom?
This freedom leads to a new person. The oppressed no longer view themselves as objects
to be acted upon by the oppressors, but they see themselves as subjects who have agency to act
in the world (De Lissovoy, 2018). This liberation of a new person is a painful one, much like
childbirth, because it requires the shedding of a dehumanized identity that they have been
socialized to accept. As the oppressed free themselves from a dehumanized objectified identity,
they also start to free the oppressors from a dehumanized identity of superiority. The oppressors
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have developed a way of seeing themselves as the sole subjects of history and all others as the
objects that they act upon. As those objects become subjects, oppressors are forced to
reconstruct their identity. In seeing others as equal subjects, oppressors can reclaim their
humanity (Freire, 2000). This reordering of human relationships moves the oppressed from being
objects used by others to people to be with each other (Freire, 2000).
In a similar line of thought, McLaren (1989) talked about pedagogy “as the process
through which students learn to critically appropriate knowledge existing outside their immediate
experience in order to broaden their understanding of themselves, the world, and the possibilities
for transforming the taken-for-granted assumptions about the way we live” (p. 186). Banks
(1991) also wrote that curriculum must be designed to empower students to become social critics
who can make reflective decisions that lead to personal, social, political, and economic actions
(p. 131). Boren (2007) writes,
Historically, students have generated tremendous power and provoked large-scale,
political, and economic changes. They have reformed universities and social institutions,
toppled regimes, and transformed national politics and economic practices. As we enter
the twenty-first century, which is already proving to be a dangerous and politically
complex an age as any, the role of the student is an extremely important one. (p. 76)
Critical consciousness calls into questions those things that are often assumed to be true because
the hegemonic system affirms them on a daily basis in multiple ways. Through questioning
these assumptions, critical consciousness emerges through a new awareness that allows students
to see things from a deeper perspective and causes them to work towards social change.
By bringing multiple lived experiences into the classroom and growing in the capacity to
act in the world, emotions will be a natural part of this process. Joy and excitement about new
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possibilities will abound, and at the same time, sadness and anger will be present as this process
reveals how students and their communities have played a part in keeping these oppressive
systems in operation.
Emotions.
There are two important elements that should not be overlooked, and while many
researchers have not included them in an academic context, this study will make sure these
elements are addressed. These elements are emotions and the journey to healing from oppressive
conditions (George, 2011). First, it’s important to address what is meant by emotions.
“Learning cannot be reduced to a purely intellectual activity. It is more than a mental
operation and more than the facts or ideas transmitted by books or lectures” (Shor, 1992, p. 23).
This view of learning embraces both thinking and feeling as vital parts of the educational
process. Often education is seen as solely an intellectual process, but this view is limiting and
not true to human experiences. Critical consciousness embraces human emotions as an
important part of education (Jones, 2019; Wallin-Ruschman, 2018; Zembylas, 2012; Zembylas,
Bozalek, & Shefer, 2014).
As emotions are brought into the learning experience, students are freed to experience a
wide variety of feelings. In the educational process, students will experience curiosity, laughter,
hope, joy, anxiety, defensiveness, and sadness (Shor, 1992). Horton, the legendary founder of
the Highlander Research and Education Center, described that they involved everyone in singing,
dancing, storytelling, and doing drama because these things were a part of people’s everyday
lives (Horton, Freire, Bell, & Gaventa, 1990). These activities connected people to the emotions
of their lives, and also connected people to each other (Wallin-Ruschman, 2018). This is a
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holistic approach to education and one that people value because the way that people live is
much more important to them than any class.
Both Goodlad (2004) and Bruner (1959) found that in a majority of American classrooms
there was a lack of positive emotions. In classrooms that use a banking approach to education
students start to despair and feelings of anger and boredom become the predominant feelings. In
a critical consciousness classroom, a much wider range of emotions are allowed to flourish,
leading students to use their whole selves as part of the education process (George, 2011).
hooks (1994) builds on this idea of education being emotional by talking specifically
about pleasure in the classroom. She wrote,
Neither Freire’s work nor feminist pedagogy examined the notion of pleasure in the
classroom. The idea that learning should be exciting, sometimes even “fun,” was the
subject of critical discussion by educators writing about pedagogical practices in grade
schools, and sometimes even high schools. But there seemed to be no interest among
either traditional or radical educators in discussing the role of excitement in higher
education. (p. 7)
hooks (1994) argues that an educational experience that is filled with excitement and emotions
can co-exist and even stimulate serious intellectual and academic engagement. WallinRuschman, Patka, and Murry (2018) also found that emotions are an important part of critical
consciousness education. One of the main ways that this excitement is generated in the
classroom is through the interest that participants have in each other (Wallin-Ruschman, et al.,
2018). This classroom community creates a space where everyone’s presence is acknowledged,
and everyone’s contributions are necessary. This excitement built through community is about
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students discovering “who they are, who others are, who people are as a society, and how all
people can become whole” (hooks, 1994, p. 196).
When this excitement is allowed to flourish it leads to a passion for learning, a passion
for self, and a passion for others in the classroom. When teachers embrace this passion, it can
lead to a tension between them and the traditional academy.
Teachers who love students and are loved by them are still “suspect” in the academy.
Some of the suspicion is that the presence of feelings, of passions, may not allow for
objective consideration of each student’s merit. But this very notion is based on the false
assumption that education is neutral, that there is some “even” emotional ground we
stand on that enables us to treat everyone equally, dispassionately. In reality, special
bonds between professors and students have always existed but traditionally have been
exclusive rather than inclusive. (hooks, 1994, p. 198)
hooks (1994) went on to argue that it is the well-established distinction between the
public and private that has led to the belief that love and passion do not have a place in the
classroom. For emotions to be brought into the classroom, teachers must find it in themselves to
do what has not been modeled to them, and they must find an inner love to create a space where
students express excitement and passion. hooks (1994) wrote, “To restore passion to the
classroom or to excite it in the classrooms where it has never been, professors must find again
the place of eros within themselves and together allow mind and body to feel and know desire”
(p. 199). For many teachers, finding that place of eros is about going back to why they began to
teach in the first place. As they began to dream about teaching, many teachers were moved by
some love, and what hooks is calling the teacher to do is go back and retrieve what motivated
them to want to teach. What hooks fails to acknowledge is how even when a teacher does want

55

to do this work the educational system is not set up to support them. It is more than just desiring
to teach in this way; but it includes supportive systems that help teachers nurture this new
capacity for teaching.
The journey to healing from oppressive systems.
hooks (1994) wrote that education involves the whole person, including emotions, to talk
about education as a practice of healing. For hooks, this “engaged pedagogy connects the ideas
learned in the university to the lived lives of the students” (p. 4). Students seek out these kinds
of classes because they desire to experience education as a practice of freedom. This freedom
emerges as students use ideas in the classroom to liberate themselves from the oppressive
systems experienced daily (George, 2011). This demanding form of education means that
teachers must be actively committed to a process of self-actualization that promotes their wellbeing if they are to teach in a manner that promotes healing.
In most traditional classrooms the self is presumably emptied, leaving an objective and
unbiased mind. The objective mind becomes the privileged way of being in the classroom.
Other forms of being are dismissed because they are biased and too emotional. By privileging
this form of education, human beings must block off a part of who they are. As critical
consciousness brings human emotions into the learning experience, it creates a space for the
whole person to experience freedom and healing. The objective approach to education, this
emptying of self, gives teachers the luxury of not needing to be self-actualized. Such teachers do
not emphasize the inner well-being of themselves or their students. Students who want to enter
into a liberatory education may threaten these teachers because a liberatory education demands
self-actualization (hooks, 1994). When feeling threatened, many times these educators turn on
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their students, and instead of accepting the call to be self-actualized, they make the students out
to be the problem.
Educators who do the hard work of self-actualization can offer educational experiences
and develop a theory that leads to emancipatory actions. Writing about these educators, hooks
(1994) noted,
I am grateful that I can be a witness, testifying that we can create a feminist theory, a
feminist practice, a revolutionary feminist movement that can speak directly to the pain
that is within folks, and offer them healing words, healing strategies, healing theory. (p.
75)
These words, strategies, and theory are healing because they are about the process of selfrecovery and collective liberation, and they link theory to practice. In reference to this healing
and self-actualized pedagogy, hooks (1994) stated that education is about “learning more of who
I am so that I can be whole” (p. 196). Out of this wholeness, people are better able to develop
critical consciousness that not only brings about healing in themselves but in others as well.
The literature on critical consciousness education is quite developed; what is lacking is an
understanding about how students develop a critical consciousness (Diemer et al., 2017;
McWhirter & McWhirter, 2016; Watts et al., 2011). The key aspects of critical consciousness
education that are listed above will be explored through group interviews with students to help
fill this gap. Up to this point, little qualitative research has been done with college students to
understand how they develop in critical consciousness through their liberal arts experience.
These interviews will give significant information about which of these aspects are most
important to students and how students experience them. The student interviews will greatly
advance the knowledge of these aspects of critical consciousness development.
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The Measurement of Critical Consciousness
Critical consciousness scholarship has been inconsistent in discussions about how it has
been measured (Diemer et al., 2017). Smith (1976) developed pictorial scenes to describe
critical consciousness among Quechua indigenous peoples in Ecuador. Fine (1991), O’ Connor
(1997), and McLaren (1993) used ethnographic studies of urban North American youth to create
distinctively and sometimes conflicting conceptions of critical consciousness. In other cases, the
Social Dominance Scale (Pratto, Sidanius, Stallworth, & Malle, 1994), the Sociopolitical Control
Scale (Zimmerman & Zahniser, 1991), the Youth Inventory of Involvement (Pancer, Pratt,
Hunsberger, & Alisat, 2007), and the Activism Orientation Scale (Corning & Myers, 2002) have
all been used to measure elements of critical consciousness but only as proxy measures. For
example, critical reflection has been measured by proxy of the inverted scores on the Social
Dominance Orientation measure (Diemer & Blustein, 2006). Another example is the way
critical action can be measured by the proxy of Sociopolitical Control Scale scores (Diemer et
al., 2006). These proxy measurements all fall short of creating a consistent measurement that
focuses on the unique aspects of critical consciousness (Diemer et al., 2015; Diemer et al., 2017;
Shin et al., 2016; Thomas et al., 2014). This lack of a consistent measurement has greatly
limited the coalescence of evidence regarding critical consciousness development (Diemer et al.,
2015). Before 2014, there were no published scales for critical consciousness, but since then
there have been five newly developed scales published that specifically measure critical
consciousness (Shin et al., 2016).
These newly developed scales are developing some consistency and a body of literature
that improves an understanding of how critical consciousness is developed. At the same time,
this body of literature acknowledges that critical consciousness cannot be solely understood
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through a quantitative measure. Qualitative research is needed to better understand how students
develop critical consciousness (Watts et al., 2011).
One of the challenges of this study is selecting students with a critical consciousness for
the group interviews. The focus of the group interviews is to learn how students develop a
critical consciousness, which assumes they already have a critical consciousness. The researcher
wanted to avoid having students in the group interviews that either had little or no development
of critical consciousness. To address this challenge, it was decided to use two of the newly
developed quantitative measures, accepting their limitations, for the selection process. The
measures that were selected were the Critical Consciousness Scale (Diemer et al., 2017) and the
Measure of Adolescent Critical Consciousness (McWhirter & McWhirter, 2016). Appendix G
discusses in detail the details of these scales. These particular measurements were selected for
this study because, in combination, they can measure the three components of critical
consciousness: critical reflection, critical agency, and critical action.
Direction of this Research Study
The literature on critical consciousness education is quite developed (Diemer et al.,
2017; McWhirter & McWhirter, 2016; Watts et al., 2011). Also, the literature shows that critical
consciousness has several positive interpersonal and social outcomes (Cammarota, 2007;
Christens & Dolan, 2011; Diemer, & Li, 2011; Diemer et al., 2017; El-Amin et al., 2017;
Roberts-DeGennaro & Fogel, 2011). Understanding how students grow in their critical
consciousness development is a current gap in the literature (Diemer et al., 2017; McWhirter &
McWhirter, 2016; Watts et al., 2011). Even more specifically there is a gap in understanding
how students’ critical consciousness develops through liberal arts experiences. The object of this
study is to address that gap by interviewing liberal arts students with a critical consciousness.
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This research will identify students with critical consciousness by using the Critical
Consciousness Scale (Diemer et al., 2017) to identify critical reflection and critical action
components of critical consciousness. The Measure of Adolescent Critical Consciousness
(McWhirter & McWhirter, 2016) will be used to identify students who have critical agency.
Students identified with these scales will then be placed into groups for group interviews to
understand better how they developed in their critical consciousness through their liberal arts
experience.
The goal is to increase our understanding of how students develop in their critical
consciousness through a liberal arts education. This knowledge will be used to improve
pedagogical practices in nurturing students’ critical consciousness. The belief is that as liberal
arts institutions graduate more students with the core elements of critical consciousness (critical
reflection, critical agency, and critical action), they will be better equipped to address the current
social problems. This study will make a significant contribution to how higher education uses its
resources and influence to help transform the current world into a better more just world for
everyone.
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Chapter 3 Methodology
Philosophy and Justification
Through the liberal arts, higher education has a long tradition of educating citizens that
have the capacities to address “large and significant” (Roth, 2013, p. 526) social problems. In
the current social context of the United States, that tradition is being challenged because of
several forces that are pushing higher education in a different direction. At the same time,
society is experiencing significant increased social polarization. In this context, it is vitally
important that liberal arts education continues to build upon this tradition of educating engaged
citizens. This research will make a significant contribution towards this effort by looking at how
liberal arts education can contributes to the critical consciousness development of students. The
importance of looking at critical consciousness is because of its focus on analyzing root causes
of issues, developing agency, and equipping students to work for systems change.
Research Questions
The development of critical consciousness in students receiving a liberal arts education is
a key concern in this study. Through selecting students enrolled in a liberal arts university who
have a certain level of critical consciousness, this study explored their journey and experiences in
developing a critical consciousness. The central research question in this study is: what are the
key factors in the university learning experiences of students that contributed to their critical
consciousness development? The secondary questions that form an integral part of this study are
as follows: 1) What did students identify as characteristics in the university that contributed to
their critical consciousness development? 2) What kinds of co-curricular and curricular
programs or classes at a university campus did students identify that contributed to their critical
consciousness development? 3) What additional experiences did students identify that assisted in

61

their critical consciousness development? 4) Are there pedagogical experiences that stood out to
students that helped shape their critical consciousness?
Research Design
One of the challenges in this study is finding the means for selecting students who have a
critical consciousness. While the focus of the study is to learn how students develop a critical
consciousness, it is assumed that they already have a critical consciousness. In order to assess
this, two newly developed quantitative measures were applied in the selection process. These
measures have been identified as the Critical Consciousness Scale (Diemer et al., 2017) and the
Measure of Adolescent Critical Consciousness (McWhirter & McWhirter, 2016). Details of
these measures are found in Appendix G. Both measures were selected for this study because in
combination they measure the three components of critical consciousness: critical reflection,
critical agency, and critical action.
A total of 12 students were selected from those who took the quantitative measures.
Eleven of the 12 students participated in two group interviews that lasted 1 ¾ hours each. One
student only participated in one group interview. The group interviews provided data that
allowed the researcher to learn more about the kinds of experiences inside and outside the
classroom that helped students develop a critical consciousness (Marshall & Rossman, 2016).
These understandings of how students grow in their development of critical consciousness will
help address the current gap in the literature on how students grow in their critical consciousness
(Diemer et al., 2017; McWhirter & McWhirter, 2016; Watts et al., 2011).
Research Setting and Context
Bethel University, where the students in this study attended, is a private Christian liberal
arts university. Bethel’s mission is the following: “Boldly informed and motivated by the

62

Christian faith, Bethel University educates and energizes men and women for excellence in
leadership, scholarship, and service. We prepare graduates to serve in strategic capacities to
renew minds, live out biblical truth, transform culture, and advance the gospel” (Mission, vision,
and values, 2019, https://www.bethel.edu/about/mission-vision). The vision of the University is
this: “Bethel will be the Christ-centered University of choice for this century. Rooted in faith.
Committed to excellence. Bethel will become the leader in Christian higher education by
building stronger communities, equipping confident leaders and gracious servants, and preparing
passionate world-changers. Through our thoughts, words, and actions, we’ll demonstrate what it
means for a university to be centered on Jesus Christ” (Mission, Vision, and Values, 2019,
https://www.bethel.edu/about/mission-vision). The total size of undergraduate enrollment for
2017-2018 was 2,501. Sixty-two percent of the students are female, and 38% are male. Sixtyeight percent of the students live in college-owned, operated, or affiliated housing, while 32% of
the students live off campus. Tuition and fees for the 2017-2018 year are $36,200. Room and
board cost $10,340 for that year. Eighty-four percent of the student body is white, and 16% are
students of color. A majority of the students come from Minnesota and adjacent Midwest states.
Methods
This section will detail the following three methods.
1) Selection of Students using the Critical Consciousness Scale (Diemer et al., 2017) and the
Measure of Adolescent Critical Consciousness (McWhiter & McWhirter, 2016)
2) Data collection from students through group interviews
3) Data feedback through group interviews
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Selection method.
The first step that was taken was identifying students with a critical consciousness. This
is an important step because the research questions assume that students have a certain level of
critical consciousness. This selection process secured that the data collected through the group
interviews will answer the research questions.
The Critical Consciousness Scale (CCS) (Diemer et al., 2017) and the Measure of
Adolescent Critical Consciousness (MACC) (McWhirter & McWhirter, 2016) were both used to
identify a satisfactory level of critical consciousness among students. Up to this point, no study
has used quantitative scales to identify college students for qualitative interviews on critical
consciousness development.

The CCS has been validated to measure critical reflection and

critical action (Diemer et al., 2017). MACC has been validated to measure critical agency
(McWhirter & McWhirter, 2016). Together these measures identified students with a minimum
development of critical reflection, critical agency, and critical action, which are the three
components of critical consciousness. Below are the results of 277 students taking these scales.
subscale

factor #1:critical
reflection: perceived
inequality

factor #2: critical action

factor #3: critical
reflection/
egalitarianism,

factor #4: critical
agency

combined all 4
subscales

Invited to group
interviews

subscale scoring

1-6

1-5

1-6

1-4 reversed scored

minimum score
Number of students that
meet minimum
mean score for
interview group

4

2.44

4

2

meet minimums on all
subscales

top score for
critical agency

201

33

251

185

25

15

5.7

3

5.6

1.2

The reason that the top scores for critical action were the focus for selecting those to
invite to be part of the group interviews was because the critical action scores were the lowest of
all the subscales. By focusing on the highest critical action scores, it allowed for an interview
sample indicating high scores in all four of the subscales. By having 277 students complete
these measures, it assured that there is an adequate number of students to select in the process of
selecting students for the group interviews. Two hundred seventy-seven students represented
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12 paricipated

11% of the total Bethel student body. Students were recruited to take this scale by asking
Professors from various academic departments and staff that provide leadership to Christian
discipleship, residence life, community volunteerism groups, service-learning, and intercultural
programs. Appendix F includes the invitation letter that was sent to faculty and staff.
Appendix A includes the informed consent form that was sent out to students before they
completed these measures. Appendix B includes the individual items of the CCS and MACC.
Group interviews.
Through group interviews, this research explored students’ experiences in developing
critical consciousness. There were two groups of six students in each group. The group
interview size is based on the fact that group interviews usually consist of six to 10 participants
(Bogdan & Biklen, 2007; Merriam, 2009). DeMarrais (2004) defines an interview as “a process
in which a researcher and participants engage in a conversation focused on questions related to a
research study” (p. 55). These conversations helped the researcher learn about the kinds of
experiences inside and outside the classroom that helped students develop a critical
consciousness (Marshall & Rossman, 2016). Patton (2002) argues that interviews are a good
tool to understand this kind of data. It is through interviews the researcher was able to learn
about participants’ feelings, thoughts, and intentions that the researcher otherwise could not
directly observe. These interviews also allowed the researcher to understand students’ previous
experiences and understand the meanings they attached to those experiences. These interviews
provided the researcher considerable insight into the responses of the participants.
These interviews were structured using a semi-structured technique. This format allowed
the participants to define their experiences in unique ways and to assist the researcher in
responding to emerging ideas during the interviews (Bogdan & Biklen, 2007; Merriam, 2009).
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In addition, these semi-structured group interviews allowed the participants to make additional
comments as they heard fellow participants’ responses. This allowed them to further develop
their responses. The data collected through these group interviews was high in quality because it
was gathered in a social context where participants could consider their views in the context of
peers’ views. Participants were not expected to agree, disagree, or build any consensus. They
were asked to respond in ways that were authentic to their experiences (Patton 2002).
Appendix C includes the informed consent form that was given to the students who
participated in the group interviews. It was sent attached to an email explaining to the students
the purpose of this study and how they were selected to participate in the group interviews. Once
the students committed to be a part of the group interviews by returning a signed copy of the
informed consent form, the researcher used a Doodle Poll to select days and times for the group
interviews. Once the days and times were selected the Cultural Connection Center at Bethel
University was reserved for all four group interviews. This room was selected because it is
known across the campus to be a space where critical views can be shared and disagreement is
not only tolerated, but expected.
Appendix D includes the protocol that was used for the group interviews. The questions
in this protocol were designed based on the research questions for this study.
Each group interview lasted for 120 minutes. The meetings were scheduled for 90
minutes but the students had so much to say that the interviews ran 120 minutes. At the
beginning of each of these group interviews, students were asked questions about themselves to
build group rapport (Bogdan & Biklen, 2007). Below, each of these group interview session is
outlined.
Meeting #1
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Introduction to Research Project (read from opening script) – 5 minutes
Rapport building - 5 minutes
Group interview questions and responses- 110 minutes
Meeting #2
Introduction to Research Project (read from opening script) – 5 minutes
Rapport building - 5 minutes
Group interview questions and responses- 110 minutes
Audio recording equipment was used to record the group interviews. During the group
interviews, the researcher took descriptive field notes to capture significant body language and
other important details not in the audio recording. After the group interviews, the researcher
used reflective field notes to record significant impressions of the student responses from the
group interviews.
Data feedback.
Once initial categories were created from the interview transcripts, the study participants
were asked to give feedback. A Google form was created that listed each of the initial categories
asking students to rate their agreement of the individual categories on a 1-5 point scale. The
form also allowed students to give written feedback on each of the categories. This process
ensured that the researcher accurately heard what the participants said and described their
experiences as true to how they understood those experiences.
Data Analysis
The focus group interview recordings were transcribed using Rev, an online transcription
service (www.rev.com). The researcher made observations and took reflective field notes to
support other data and to capture the interview climate (emotions, body language, emphasis,
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etc.). Capturing the interview climate was important because it helped the researcher interpret
the meaning of student responses. These notes were used throughout the analysis process to
ensure the interpretation of the transcripts was done in alignment with what the students said.
In qualitative research bringing meaning to data is an interactive and complex process
(Rossman & Rallis, 2011). Below are the steps that the analysis process followed.
Step #1
The transcriptions were uploaded to MAXQDA. MAXQDA is software that is designed
to help organize data. MAXQDA assisted in organizing the codes and connecting those codes to
original data. Through MAXQDA the audio recordings were connected to the written
transcriptions. This allowed the researcher to listen to transcription segments to gain context.
This software was helpful, but ultimately the researcher was responsible for the analysis and
relied on to establish methods (Yin, 2014).
Step #2
A process of open coding (Merriam, 2009) was used to analyze the transcripts. This
process was critically important because Bloomberg and Volpe (2012) state, “your study is only
as good as the data you have to analyze and the care that you take in analyzing the data” (p. 148).
To carefully analyze this data, first, the transcripts were read as a whole. The researcher then
made notes on first impressions of the data.
Step #3
Next, each transcript was read one by one to understand each transcript carefully.
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Step #4
The researcher identified any segments of data that were repeated several times, were
surprising, the interviewee explicitly stated they were important, or were connected to critical
consciousness (Merriam, 2009, p. 178).
Step #5
These segments were grouped into 17 general categories. The study participants were
asked to give feedback that the general categories reflected what the students had shared in
previous group interviews. Students’ comments were integrated into the following steps. Study
participants gave feedback through a Google form that allowed them to rate each of the 17
general categories on a scale of 1-5 and make comments (5 indicated strongly agree).
Step #6
Coding categories were developed from the general categories. Participant feedback was
used in developing the codes. Fifteen codes were developed. These codes functioned as
buckets, in which segments of text were, placed (Marshall & Rossman, 2016). After the codes
were developed all of the interviews were read again and coded to make sure all of the text
segments were placed in one of these codes. Using these codes also identified new text
segments. This process helped organize the data to more clearly see the themes that emerged
from the interviews.
Step #7
There was a detailed discussion and naming of these categories with specific quotations
and examples for the interviews (Creswell, 2009).
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Step #8
The final step in the analysis was interpreting the connections between the categories and
describing the meanings of the categories. This analysis answered the question, “What were the
lessons learned? (Lincoln & Guba, 1985). This section included the researcher’s own personal
interpretations, convergence, and divergence from the literature and new questions that need to
be asked.
Credibility
The following process was followed to ensure the credibility of this research project.
1. The study participants gave feedback on the initial findings to insure that the coding
labels reflected what the students had shared in previous group interviews.
2. All of the transcripts were checked to make sure they do not contain obvious
mistakes.
3. All of the codes were clearly defined to eliminate the shifting of code meanings.
4. The researcher’s standpoint was clearly articulated under the heading “Assumptions
and Limitations” and through keeping a reflexive journal throughout the research
project.
5. This study provided rich, thick, detailed descriptions so that anyone interested in
transferability will have the information they need (Merriam, 1988).
6. All data collection and data analysis approaches were reported in detail to give an
accurate description of the methodologies that are used in this research.
7. Negative or discrepant information was written about as it came up.
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Limitations of Methodology
Both the Critical Consciousness Scale (Diemer et al., 2017) and the Measure of
Adolescent Critical Consciousness (McWhirter & McWhirter, 2016) were researched with high
school students, whereas in this study the participants are college students. Because of the
different participant demographics, the finding in this study needs to be verified through further
research of the Critical Consciousness Scale and Measure of Adolescent Critical Consciousness
with college students.
This study interviewed students twice in group interviews. A longitudinal study that
follows the same students would help develop a nuanced understanding of how students develop
in critical consciousness over time. This study looked at 12 students in the Midwest that are
enrolled in a private Christian liberal arts college. This factor limited the generalizability of the
findings of this study. If the researcher had more resources, including students from a public
institution and students from different regional locations, it would have strengthened the
generalizability of the findings for this study.
Assumptions
I realize that as I conducted this research, I did it subjectively. My past experiences,
current reality, and values all shaped how I conducted the research and how I interpreted the
findings. Tufford and Newman (2012) write, “This subjective endeavor entails the inevitable
transmission of assumptions, values, interests, emotions, and theories, within and across the
research project” (p. 85). These preconceptions influenced the gathering, interpretation, and
presentation of the data. In this research a Heideggerian perspective was used, where instead of
bracketing out preconceptions, the researcher’s location in the world was named through which
contextual interpretation and meaning were sought and valued (Gearing, 2004). This approach
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encouraged the researcher to understand, embrace, and surface social locations that they bring,
such as their political, racial, cultural, and gender locations (Ladkin, 2005; Stringer, 2014). The
process of naming preconceptions is not a onetime process. Tufford and Newman (2012) write,
“it is particularly important that initial preconceptions arising from personal experience
with the research material are surfaced prior to undertaking the research project; they also
should be monitored throughout the research endeavor as both a potential source of insight
as well as a potential obstacles to engagement” (p. 85).
A reflexive journal was used to make explicit these preconceptions and how they shaped this
study. This journal was one way for the researcher to identify preconceptions and maintain a
reflexive stance throughout the study. This journal explored assumptions regarding the
researcher’s social location; the researcher’s place in the power hierarchy of the study, personal
values (Hanson, 1994), and potential role conflicts with research participants (Paterson &
Groening, 1996).
To identify how I did this research, the following are a few significant experiences and
values that shape why and how I did this research.
My social location is white, Christian, male, heterosexual, cisgender, and middle class. I
currently work at a private Christian Liberal Arts college. My job focuses on using communityengaged learning and experiential learning to help develop students’ critical consciousness. Also
at the college, I teach courses that deal with issues of social justice, systemic change,
multiculturalism, and reconciliation.
I am doing this study to better understand not only students’ experiences but also my own
experiences as a learner and a teacher. My desire is for this study to help me personally be able
to understand how I grow in my critical consciousness and how I can help nurture development

72

critical consciousness in the students I teach. I am driven by a deep sense of responsibility to use
my position in higher education to work towards emancipatory actions that create a better world
for all.
Ethical Considerations
Based on recommendations by Sieber and Tolich (2013), the data collected in this
research will be kept for 10 years and then discarded. This will prevent the data from falling into
the hands of other researchers who might misuse it. Based on the recommendation from Berg
(2009), a personal agreement to designate the researcher as the owner of the research data was
used. This created an understanding of who owns the data and guarded against the data being
shared with individuals not involved in the project. Appendix D contains this agreement.
The sample population was students at Bethel University, which is the university that the
researcher has worked at for 10 years. Many of the professors and staff that helped recruit
students have a professional relationship with the researcher. Eight out of the 12 study
participants were students who know the researcher through connections at Bethel University
prior to the research.
One of the issues with doing group interviews is making a clear distinction between
rapport and neutrality. Each of the respondents was selected for group interviews because they
have something of significance to contribute to the research. Each of the respondents was made
aware of this, so they could be comfortable and forthcoming with what they offered (Merriam,
2009, p. 106). The researcher tried to stay neutral to the information that the respondents shared.
Regardless of what the researcher thought about the information being shared, it was critical that
they avoid arguing, debating, or letting their personal views come into the interview process
(Merriam, 2009). Patton (2002) writes the following concerning rapport and neutrality:
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At the same time that I am neutral about the content of what is being said to me, I care
very much that that person is willing to share with me what they are saying. Rapport is
that stance vis-à-vis the person being interviewed. Neutrality is the stance vis-à-vis the
content of what that person says (p. 365)
During the group interviews, it was very important that the researcher maintain this balance
between rapport and neutrality.
All of the data collected during the selection process and the group interviews were
stored on a password-protected external hard drive that will be kept in a locked file bin. Also, all
identifiers were removed when the data was written up, so none of the participants were able to
be identified by readers.
Students were given $25 gift cards for participating in this study. Students’ grades were
not affected in any way based on whether they did or did not participate in this study.
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Chapter 4 Results
Demographics of Students Who Completed Critical Consciousness Scales
Two hundred seventy-seven students completed the Critical Consciousness Scale (CCS) (Diemer
et al., 2017) and Measure of Adolescent Critical Consciousness (MACC) (McWhirter &
McWhirter, 2016). Up to this point, no published study has used these quantitative scales to
identify college students for qualitative interviews on critical consciousness development.
Appendix H contains the detailed demographic information of those students who took the
quantitative scales.
Of the 277 students below, the number of students that met the minimum score for each
of the four subscales was 26. The subscale Critical Action: socio-political participation, the
minimum was moved from 3 to 2.44. A score of 3 was the minimum identified in the proposal.
There were not enough students with a minimum of 3 to qualify for the study, so the minimum
was moved to 2.44.
Total Responses of 277 responding students who took the CCS and MACC.
Subscale

Count

Critical Reflection: perceived inequality

202

Critical Reflection: egalitarianism

251

Critical Agency

185

Critical Action: socio-political participation

33

Meet minimums for all four subscales

26

Demographics of Students Who Participated in Group Interviews
The 26 students who met the minimum on all four subscales were sorted highest to
lowest based on the total average score of all four subscales. The top 15 were invited to
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participate in group interviews. Twelve of the 15 accepted the invitation to participate in group
interviews. Appendix I has the demographic information on the 12 students who participated in
group interviews.
Significant Demographic Changes
Comparing the demographics from the students who took the Critical Consciousness
scales to the students who participated in the group interviews revealed some important findings.
There was a larger percentage of students who identify as female and who prefer to self-describe
their gender in the interview group. There was also a significantly larger percentage of students
of color and lower-class students. Working-class and Upper-class students also make up a larger
percentage of the interview group.
These findings align with a large body of research that has identified how one’s social
location impacts one's understanding of oppression (Diemer et al., 2017; Diemer, & Blustein,
2006; Freire, 1973; Hill Collins, 2000; hooks, 1994; Roy, Raver, Masucci, & DeJoseph, 2019;
Weis, 2013). This body of research makes it clear that those coming from social locations that
are targets of oppression have greater capacities to understand the causes of oppression and work
to change those oppressive systems. These experiences of being targets of oppressive systems
give one a lived experience of how systems of oppression work and the impact of those systems
on peoples’ lives. The only outlier in this research was that there were a greater number of
Upper-class students in the group interviews than there were in the survey group, but this
increase is represented by just one student. This one student also identified as pansexual, so the
marginalization that they experienced in their sexual orientation gave them a different
understanding of oppression, and this student stated this during the group interviews.
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It is also important to identify the key comparisons in majors. All the following majors
were represented significantly more in the interview group then in the survey group. Social
Work (210%), Biblical Theological Studies (167%), and Psychology (67%). This was confirmed
in the group interviews because students talked about professors or classes from these majors
having a significant positive impact on their critical consciousness development. There was a
significant increase in Teaching English as a Second Language, but these classes and professors
were not talked about during the group interviews.
By far, the most significant change in major representation was in Reconciliation Studies.
100% of the Reconciliation Studies majors who took the initial survey ended up in the group
interviews. Three Reconciliation Studies students took the survey, and three ended up in the
group interviews.
These findings reveal that critical consciousness education is not happening evenly across
majors. Biblical Theological Studies, Psychology, and Social Work all show signs that there is
significant work happening in those majors. The Reconciliation Studies department stands out
for this work in critical consciousness development. A majority of the classes and professors that
students identified as having a significant impact on them came from the Reconciliation Studies
program. Students identified the diversity of professors, diversity of authors, and class dialogue
as being significant in the Reconciliation Studies major. Also, the challenge and support that
they received from professors in this major were identified as a major impact on students.
Students who do not take courses in the above departments or only take one class from these
departments appear to have a significantly less chance of developing a critical consciousness. In
the last interview, students pointed this out by saying that avoiding issues of injustice happens all
the time because students avoid certain departments and courses.
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Appendix J contains detailed charts that show all these demographic differences between
the survey participants and the group interview participants.
Main Themes from Group Interviews
Below are the main themes of the group interviews. Once initial themes were developed
from the group interviews, those themes were sent to the study participants to check for theme
accuracy. Participants were asked to rate each theme on a scale of 1 (strongly disagree) - 5
(strongly agree), and then they could make additional comments for each of the initial themes. A
total of nine students gave feedback. The participants gave feedback on 17 different themes with
an average of 4.81 on a 5 point scale. The participant feedback was then used to refine those
initial themes to develop the following final themes. Following each theme is the average
number that the students rated that theme.
Key Factors in University Learning Experiences that Contribute to Critical Consciousness
Development
The central research question in this study is: what are the key factors in the university
learning experiences of students that contributes to their critical consciousness development?
The secondary questions that form an integral part of this study are as follows: 1) What do
students identify as characteristics in the university that contribute to their critical consciousness
development? 2) What kinds of co-curricular and curricular programs or classes at a university
campus do students identify that contributed to their critical consciousness development? 3)
What additional experiences do students identify that assisted in their critical consciousness
development? 4) Are there pedagogical experiences that stand out to students in helping shape
their critical consciousness? The findings of this research are organized to address these four
secondary questions. The findings for each of these secondary questions are listed in the order in
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which students focused their responses. Students talked the most about pedagogical experiences,
followed by characteristics of the university, then additional experiences, and lastly co-curricular
/ curricular programs. Below, each theme is organized by how frequently students talked about
them, followed by the agreement score that students gave that theme. It should also be noted that
these themes came directly from students’ comments.

Overview of all the themes.
Students were clear that critical conscious development cannot be contained by course
syllabi, course assignments, lectures, and course readings. All of those things students did talk
about as being important, but what they stressed the most were significant relationships with
professors, mentors, and peers. In this relational context, students talked about being able to
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process sociopolitical events on campus or to cross significant social boundaries. Through this
processing students were able to develop their thoughts and make commitments about social
justice. Students emphasized that relationships, processing/dialogue, and having or making
opportunities to live out their comments about social justice were all very important in
developing critical consciousness.
All of the students interviewed in this study did affirm that their liberal arts education
helped them start the journey and grow in their critical consciousness. They also pointed out that
once they could identify it, they realized that their experiences were the exception. Most of their
peers were never required to take the classes or have the kinds of experiences that they had that
helped them develop critical consciousness. The students interviewed were very clear that they
hoped this research would raise awareness and lead to a more rigorous liberal arts courses that
required all students to take classes and have the kinds of experiences that they had.
Factors related to pedagogical practices.
Engaged learning environments. (4.88)
Embracing honesty.
One of the key factors for students in developing critical consciousness was the
professor’s honesty. Professors were very honest about the shortcomings of their classes and
were transparent about their doubts and beliefs, which were very formative for students. One
student commented,
“I took (the course) with (the professor). (The professor), who is like one most like
nonaggressive human beings I've ever met, I don't think I've ever heard an aggressive
coming out of their mouth. (The professor) was like, ‘I know this sounds super mean, but
this title is BS.’ I'm like, ‘okay, like the first-day syllabus, this title is BS.’ And (the
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professor) is like, ‘I don't know why Bethel wants to have a cross-cultural class. If (the
discipline) is doing its job, it should be embedded within every single class we teach.’ He
was like, ‘this class is BS, but I teach it because I'm the only one who's qualified. And
that's pathetic’.”
This quote was an example of many that students gave during the interviews. Professors’
honesty showed students that they could ask hard and challenging questions, and the professors
came across as real people still in process. This honesty gave students permission to ask the hard
questions they had and to be transparent with how they were also in process.
Creating dialogue.
In engaging learning environments, students were challenged to address difficult
questions. Students had space to express their ideas on these questions, and the professors
facilitated a dialogue where students’ ideas interacted with each other. One student illustrated
this by saying,
“Like in the (name of the class) class, it was really helpful too, because people were
heard. And then, what they said was used for further discussion. It wasn't just like, okay,
move on. And I think in that class specifically, like we were in that together, (the
professors) were both like, thank you so much for sharing that. Like, every single time
anyone spoke. So then it was like, I thought my idea was stupid, or I thought what I said
was stupid, but then it was always valued. And moved towards further discussion.”
Holding uncomfortable tension.
The content of courses dealt with heavy issues of injustice, which often meant the
classrooms were uncomfortable, but students were encouraged to stay in those uncomfortable
places. A student commented,
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“He said, ‘If you don't hate this book, you didn't read it correctly.’ He's like, ‘I want you
to throw this book at your wall-... I want you to highlight it and mark it up, and just get
mad at it.’ Because, he's like, ‘A lot of the things that he says, a lot of people don't see.’
So, as a freshman, reading that book in my dorm room, I looked at my RA and said, ‘Do I
even need to be in this class?’ And she's like, ‘It's required to graduate.’... Okay(laughs).... I can do this."
Centering whiteness.
A hindering factor for students of color was that often, classes were designed for white
students and students of color were expected to teach the white students. A student of color said
(while they spoke other students of color agreed),
“A lot of classes, I thought, are geared toward, like, people who are just finding out about
this for the first time. If I wanted to learn anything, I would have to, like, push myself.
And I think, too, as a black woman, I ran into, a whole other slew of problems. In the
classroom, related to social justice. Whenever there's a question about race, specifically
about black people, the entire class turns to me, I need to teach the class.”
What students of color found transformative were classes that brought diverse
perspectives into the class through the professor or the textbook. Here is an example of a student
comment that highlights this reality.
“There was a class where you read a bunch of different literature from authors in all
different backgrounds. And (the professor) emphasizes the impact of people's stories. So,
it's less about your personal experiences, and instead, she has the story to teach the classversus, where like in other settings, my personal opinions and my personal experiences
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were expected to teach the class, versus where she's bringing in other narratives from
other authors that served to teach.”
In these classes, students of color were free to be a learner. White students also talked about
having diverse perspectives in the class as formative for them as well. Here is a comment from a
white student.
“Professors of color brought a whole new perspective. They brought their realities; they
brought their experiences. They opened up the discussion for people to speak in the
class….”
In these engaged learning environments, where students experienced diverse perspectives, they
had to sit with those ideas and try to understand the lived experiences that shaped those
perspectives.
Professors allowed their humanity to come through in these courses. Professors were
intense (“scared the shit out of me”) and at the same time, cared deeply about each student.
Students were very clear that these kinds of experiences were rare, and most of the student body
is able to avoid them if they choose to.
Gaining the power of their voice. (4.88)
Related to the above category, students talked a lot about making the classroom a place
for them to express their ideas. Some of this happened through facilitation with the professor, or
at times students just “took over” the classroom. A student said,
“So I feel like now in classes I'm more willing to drop down or attack, not attack but
confront misogynistic comments or comments about culture and women's views and
women in the church.”
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These classroom experiences became places for students to speak, listen, and build new ways of
building knowledge and taking action. A student said,
“I was so amazed by that book. And so I went into some of my circles of friends and said,
‘guys I'm reading about this book, I want to tell you all about it.’ And I instantly got
pushback. I think at that moment, I'm a very challenger type of personality. At that
moment, I was okay here we go. Let's challenge this situation.”
Students identified professors’ lack of nurturing students’ voices and students own
unwillingness to create conflict as factors that hindered the development of their voice. A
student commented,
“For me, it started in the classroom. I started getting frustrated with the atmosphere of
Bethel. Everything was so about logic and education and theory, and there was one class
where I'd just had enough. I was like, how are we doing this and not feeling any sort of
way about it? How are we talking about all of these hard things? How are we talking
about these systems of oppression and not listening to any student in the room? And not
giving space for those students to feel exactly how we experience this and see this? We're
teaching people to talk about statistics, but not how to make it personal and not how it
should ignite you. So for me, it was taking every classroom opportunity and changing
the discussion, in every sort of way. Most people know me in the class as the crier or, if I
talk right after you, be worried because I have something to say about exactly what you
just said.”
Another student commented,
“I remember over J term (Professor) said the most monumental thing, ‘this class is a
student-teacher, teacher-student relationship.’ That's never happened to me before. It
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was really like, whoa, I have permission to speak in this class. I have space to speak in
this. Whereas in a lot of classrooms before,… there was this one (class name), and I
remember, I didn't know if I could speak at first. Because I didn't know if anything that I
would say would get battered down. Like, ‘oh that's not ... It's just not it. That's wrong’In the other class I think, it was really helpful too, because people were heard. And then,
what they said was used for further discussion. It wasn't just okay and moved on”.
Students also talked about how gaining their voice moved from the classroom to impact
relationships with family and friends. In contexts where they were once quiet and passive, they
expressed their ideas, beliefs, and more fully lived out who they were with others. One student
recounted this story with their mother,
“I was just showing my mom (pictures from school), she's like, ‘Oh, where'd you get
this?’ And I was like, ‘Oh, actually it was from painting Pumpkins in a group am in’ and
she's like, ‘Oh, what group?’ And I was like ‘the LGBTQ Center on campus,’ and she
was like, ‘of all the groups on campus, why would you want to be a part of something
like that?’ And it was not even a question; it was an accusation, ‘why the heck, that is
not what we believe in this household.’ So I pushed back, okay, this is important to me,
and this is something that I want to keep being an ally for.”
Another student talked about this story with their father.
“Being able to learn about these things in classes and with people around me who do
know about these things (issues of injustice), has allowed me to engage in that
conversation with him (student’s dad), which has been so pivotal in my relationship with
him. Even the way I've started to see him understand things. This last summer, we had a
conversation about what we think about the confederate flag. And that was huge because
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a year and a half ago, I would not have known what to say other than I don't think they
should fly the confederate flag. But then having a conversation with my mom last spring
who told me, ‘just so you know, your dad has told me that the conversations that you two
have had have begun to change how he's viewing things’ and to hear my mom tell me
that my dad told her that was a moment of, okay, so engaging works.”
These were often very challenging situations with friends and family members, but as students
used their voices, they became increasingly confident to use their voices. A student commented,
“I think I've developed more confidence just to say things and not be as worried about
what people thought about what I was saying and whether or not they agreed. And I
think also maturing and being able to engage in conversation instead of blurting out what
I thought and not explaining it or expecting to be challenged and being okay with that.”
For these students, the classroom was a significant space for them to gain this confidence to use
their voices.
Gaining tools to describe oppressive systems. (5)
Gaining ways of talking about how oppression operates was one of the significant steps
for students as they grow in their critical consciousness development. One student said,
“Regarding social change, really once I started to dive into my research projects and,
getting language to like talk about it accurately and once I realized that I do have the
capacity to argue or to like just level out the playing field.”
Oppression became less mystical and easier to be understood and addressed. A student said,
“The moment that is coming to my mind was taking the (name of the class) class. It
deepened my understanding of how we talk about systems of oppression and not just
saying, this is systematic, but being able to be like, oh, this, this, and this.”
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Students talked about how this new vocabulary allowed them to move beyond a reactionary
conversation to a conversation that is much more about finding real solutions. This new
vocabulary helped students create authentic conversations with their peers and family members
that lead to rich engagements. A student commented on how conversations with peers and
family are often very reactionary and fatalistic: “Very reactionary. Very, like, well, this will
never come and... We need to stick it to everyone else that's here.” This student went on to talk
about gaining the ability to change the conversation to a real dialogue instead of a fight was very
formative because it was through this shift they saw the potential for change to happen. Students
made it clear that unless this new vocabulary was gained, they lose agency because social change
seemed to be impossible.
This vocabulary also helped students understand how systems of oppression impacted
others and themselves, which then helped them to locate themselves in those systems, and they
were able to work from those locations to address oppressive systems. For the white students,
the vocabulary moved them away from the paralyzing effects of shame and welcomed them into
a new way of seeing themselves and a new way of living in the world. A student said,
“So in other ways, I've realized the impact of collective shame, so sitting in your shame
and then kind of opening up these conversations so that you can kind of free other people
from their shame as well by normalizing it because there is this sense of you're calling
someone a bad person if you bring to light like something they said. Whereas calling
someone out as to calling someone in, like you're calling someone into this newfound
way of thinking or believing.”
Another white student added,
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“That class helped me to realize, like, wow, I've ... in participating in this society, I'm
dehumanizing myself too. And disembodied ... Not only disembodying, those who are
experiencing oppression, but really I'm disembodying myself.”
These white students started to move away from the language of “I am a bad person” to “the
current system of white supremacy has privileged me in several ways, and now I can decide how
to address that system.”
Students also talked about language being important for them to use in their current
platforms of influence (leadership roles, relationships) to talk about issues of injustice.
“When I developed this language, then I could talk about the impact (of systems of
oppression) on other people. So then I could kind of like use my platform as a way to
kind of share.”
This student went on to give an example of using her role as an intern to challenge her
organization to think differently about the clients that the organization worked with. The
example the student gave was working at a school and being a part of a meeting where student
behavioral issues were being addressed. Because of the language that she had developed, she
talked directly about the challenges of mostly white teachers working with mostly students of
color. What the white teachers were labeling behavioral issues with these students of color, she
said was the racial trauma that they had experienced manifesting itself. By developing this
language she had the words to describe what was happening and the confidence to talk about it
during this meeting.
Connecting academic discipline with social justice. (4.55)
Students identified internships, academic work with community organizations, and
presenting at conferences as significant ways that they were able to take action to address
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oppressive systems. These experiences allowed the students to experience theories and concepts
in a community context. A student commented,
“I currently have an internship working in like youth development after school program.
In the Midway Saint Paul area, and a lot of our students are students of color, from lower
incomes. We are very conscious about teaching agency, and I recently have to start to
think about that as a form of action, like a rebellion against the system. Teaching agency
in youth, they can make decisions and teaching empathy and how to like act on that
empathy and how to think about other people. Raising up the next generation and, 'cause
those are skills that often don't get taught in mainstream education or even at home. And
so actively doing that is fun for me.”
By having these experiences in the community, students were able to connect academic ideas to
lived experiences, which made those ideas more real to students and gave them ways to embody
those ideas. A student said,
“When you're sitting face to face with students, and you're teaching them the power of
their voice and trying not to push them in a direction…but letting them see it, believe it,
and talk about it themselves and bring it to you, and then feel that their voice matters…So
part of my job was facilitating and pushing them to get that because I was ... I was hard
on my students in the sense of ... if they said something I was, ‘okay more. That wasn't
enough. Go deeper with it’. Because I know it's there, and you want to say it. But you
aren't. So, I guess ... For me to experience so many individuals coming into their own and
realizing that their voice mattered and that they could create that agency for
themselves…. bring it everywhere and start saying things to their teachers, to their
friends, bringing it home to their families. ... that was transformative for me.”
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Students talked about professors who helped them make explicit connections between their
academic disciplines and issues of social justice. Through these experiences, students were able
to put ideas into action and learn about the challenges of actions first hand.
Factors related to the characteristics of the university
The university as a greenhouse
The following categories were identified by students as being significant factors of the
university that created a living context that helped them grow in their critical consciousness.
Much like a greenhouse, these factors created an environment that nurtured student critical
consciousness development.
Processing sociopolitical events (5)
Students talked about the impact of sociopolitical events that took place on campus. The
year 2016 was mentioned 13 times in 75% of the interviews. In talking about that year, students
talked about racist, sexist, homophobic, and xenophobic incidents on campus and in the broader
society. The events of 2016 that students referred to were: the killing of Philando Castile, the
rock at Bethel being painted with “Black Lives Matter” then being painted over with “Blue Lives
Matter” and something about BLM being racist, the election of President Trump, college
Republicans poster about how to build a wall on the border with Mexico and bragging about
“We won”, a campus-wide poster in support of conversion therapy, Islamophobia note left for a
professor, women’s caucus posters were torn down, and a White supremacy group posting signs
on campus.
Students talked about these events as being painful and often traumatic. During one of
the interviews students listed off all of the things that happened in the year 2016 and at the end,
several of the students expressed shock that all of those events took place in one year. It was as
though they blocked out all of the memories because they were so painful. Through the pain of
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these events, students came to understand the complexities of systems of oppression. A student
said,
“I was going to a protest with like a bigger group of people. I was the only White person
in the car. We stopped, and when we got to the area we were going to park, I was going
to get out and go. And everyone else in the car there was this like heavy silence of real
fear. It just hit me; my friends are afraid that they might die today. And this is not
something that even crossed my mind. And I was like, ‘Why are we like not getting out
of the car?’ And, ‘What's going on?’ And then when it clicked with me, my friends are
feeling like real, legitimate fear right now.”
It was through these sociopolitical events that students came to see systems of oppression as far
more than a cause but a reality that deeply impacts people’s lives. A student commented,
“The Rock was one of the big moments of me humbling myself. Because it's something I
saw and something I felt make an impact in our community. In a way that I think, for me,
it was less painful because it wasn't an attack made towards me. But it's something I saw
impacting people I cared about. I came to this weird crossroads. Where I can choose to
be an ally, or I can choose to sink back into the privileged that I have.”
Students talked about how having space in classrooms to talk about these events was very
helpful because it helped them process their ideas and allowed them to hear how others were
processing these events. One student commented,
“Everything that happened in 2016, and then the rock incident happened, and the
elections happened. I was able to engage in conversation with people and learn a lot
more about what Black Lives Matter was about. And I think that's the year that they had
one of the women who's in charge of the Minnesota Black Lives Matter come in and
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speak to people. And so I was able to engage in that conversation (referring to classroom
conversations) and learn a lot”.
Students talked about these events as significant moments in time that changed the
direction of their lives, as the following comment reveals.
“I changed majors right after that (attending a rally on campus). Because listening to
what was being said, made my life make sense, I guess. There's a bigger picture of why
we're all here, like alive, you know. And like biochem is great, but I think understanding
what was being said at the Egg (a communal space on campus) was more important for
me at that time. Understanding injustice and where it is coming from. Because obviously
there are people that are being hurt and I'm not okay with that. So like biochem is great,
but like that doesn't solve any injustice for me right now.”
Experiences with university power structures (4.88)
At first, students start to believe that they can change the world, but through taking
action, they start to realize that systems of oppression are much more complex and challenging
then they know. There are movements of “this is much bigger than I first thought.” One student
commented,
“Bright-eyed, bushy-tailed like-Oh! We can do this. Like the next year, I started working
with BSG (Bethel Student Government). I was the BSU (Black Student Union) director at
the time, knowing a little bit more about what goes on. Where funds are allocated and
how BSG operates sort brought me back to reality. Oh, we're not that important. They
don't listen to us.”
Another student said,
“I think my experience as an RA has been transformative. Thinking specifically of
occasions where- kinda like what ----- said earlier-, like once you see how things work
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behind the scenes, a lot of disillusionment sort of sets in. I think especially when you get
caught in between relationships and policy or relationships and how the system works.
For me, I mean, I've seen that play out a lot of ways, but specifically, I'm thinking of
students who are LGBTQ or gender nonconforming.”
Out of that realization, students start to have a more “realistic” understanding of systems
and their agency to change those systems. This realization was very difficult for students, but it
was not paralyzing. This new understanding helped them to be more focused on their future
actions. One student comment that illustrates this follows.
“I think it (the disillusionment) like made my expectations more realistic for what we
were doing. But it was more like you can say what you want, but at the end of the day,
we have less power. We don't have the power in this situation, and they're only going to
listen to us so much with the power that we have. That means like we got to be like ten
times louder.”
This student went on to say that this meant they needed to be more focused.
Experiences with protests and political action (4.83)
Students talked about how, as they grow in their understanding of systems of oppression,
they became more active in social protests, working for social policy change, and more involved
in the political process. A student said,
“We are going to do something and showing them you can't just walk over us. I guess
that (rallies at Bethel) was a springboard to doing things like outside of Bethel, that's the
year I started going to go to more demonstrations like protests and contacting senators
about things.”
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There were two factors that students named that helped them become active in this way,
first by watching other students take action on campus and then joining those actions on campus.
A student said,
“It was great seeing them do things, and they were organizing things, and it made us feel
like, oh like we have like a voice in this. The day after that happened, there was like the
big rally …”
The second was through having a Professor invite them to go with them to a protest or a political
action. One student said,
“Last year was in one of our social work classes we had a social workday at the capital. A
lot of what you do is go and speak to senators about different policies. Being able to
understand policies, I think, really helped because it brought a lot of fear out of me. And
seeing how policies were impacting people and how we can talk to our Senators and it's
intimidating, and sometimes they don't listen, but it's also, doing it once made it a lot less
scary for me. And it's cool to be able to say, ‘Oh, I've done this before,’ so I can go again.
Realizing staying caught up on that stuff and trying to use my voice is something that
stuck out to me.”
A student added another thought about taking political action.
“I need to make sure that representatives are more informed before they make decisions
because it didn't seem like she was very informed. So then it kind of opens up because if
this representative who makes bills and does stuff, that means a lot of other people can be
uninformed, and I could be someone that informs them, not necessarily changes their
minds or whatever, but at least tells them what's going on.”
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These two factors gave students an example of how to take such actions, and after they took
them, they had a lot more confidence to take them a second time.
Another aspect of this protest and political action was students’ desire to do this work on
their campus. Students spent a significant amount of time taking action on campus to address
social injustice. These were collective and individual actions to address what student clubs were
doing, addressing the administration’s policies, racist incidents with professors, and addressing
comments made by fellow students. Students felt, “this is actually what's happening in our
community. It's not, just, abroad or different communities, it's right in front of us too.” Or here is
an example from a student who took action during a conversation with another student: “I think I
was at a point in my journey where I was just like, I'm not cutting any slack for anybody. This is
BS. So I called him out…”
Students had very specific ideas about what needed to change, the challenges to make
change happen, and ways to work towards addressing those challenges. A student said,
“Alright, so I keep going back to sophomore year, 2016 this was a real pivotal year, and
this is also sort of when I got involved in Bethel politics. It was like post the rock
incident. We had a lot of like meetings about how or what we were going to do. What do
we want? What do we want to change? And those ideas were presented to the higherups.”
Students expressed a desire to be a part of Bethel, but as they worked to bring about the
change, they felt the Bethel community marginalizing them to the point that they started feeling a
lot of resentment towards the University. In spite of this, marginalized students talked about
having a tenacious commitment to work at bringing about change at Bethel. A student
commented on a conversation they had with a university administrator.
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“Because she was one of the people I was reaching out to, to build the queer club. And
who I was working with intently. And she said it would be best if I dropped out because
Bethel isn't mature enough for me. And half of me was like, ‘Fuck this; I'm doing it
anyway.’”
This student went on to organize the club anyway.
Having these experiences of protest and political action were, in general, important, but
more specifically, taking these actions on campus was very formative for students. To have
fellow students, staff, and faculty support them in these efforts made a significant contribution to
their critical consciousness development.
Relationality of campus life. (4.88)
Students identified having people to be present with them, speaking words of affirmation,
asking important questions, and listening to them, were all very formative experiences for
developing critical consciousness.
“I was involved with the CCC (Cultural Connection Center). The rock incident, when it
like really slapped me in the face. It is in this space with like other people who are also
like being advocates for change. I had a lot of really great role models from the CCC,
like (names of students) and the whole group of people. Which is great and seeing them
do things, and then they were organizing things, and it made us feel, oh like we have like
a voice in this. And then the day after that happened (the rock incident) there was like
the big rally, and it was like, oh! People are listening.”
Students talked about those who identified similarly as themselves, who became powerful
to them through relationships because sharing similar stories helped them feel like they were not
alone. One student commented,
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“And I met a few other students here and there. It was after that conversion therapy
poster came up. There were four of us that met in the board room, and we're like, ‘All
right, hi, let's tell our coming out stories and go from there.’ None of us knew each other,
but we instantly created that bond because we knew we needed it at the time.”
Students also talked about elders speaking into our lives, and being role models was very
empowering. A student said,
“Something that was impactful for me was seeing older people, who were not just
thinking and believing things but acting on their beliefs.” (The student went on to talk
about a theology Professor who went to a protest with her).
At times this physical presence was a listening presence; at other times, it was actively going to a
protest or doing other advocacy work with students.
“We all went to the Capitol, and there were speakers that spoke about different policy
issues and ways we can advocate for change. So it was like, we hear about people
coming out of prison and the struggles that needed to be advocated for that I didn't even
know. And then we met with our legislators, and they had said, here's like a sheet that
you can call your legislator and read this word for word if you're nervous. It helped to
have people that, A, gave the words, that I knew I wanted to say. And then, B, just like
kind of encouraged me to say those words.”
In each of these cases, students expressed that these experiences gave them the “fuel,”
energy, and belief that they needed to continue. One example was a student commenting on
what an elder said to him after he spoke at a student forum.
“It was after a forum once, and we were all leaving, and she (an Elder African-American
Woman) was at the exit, and she grabbed my face, and she was like, thank you for being

97

here, and like ... Something along the lines of you needs to use your voice since you are a
white male. I think that is what changed me. That I was affirmed in being in that space
and ... She knew that maybe ... or felt that I was trying to like find my way or change in
some way... I was beginning that journey…. and so that was the icing on the cake, oh this
is okay that I'm going down this path. And this is okay that I can use my voice for this.
And this is okay that I'm changing or shifting my way of thinking and stuff. And so I
think that helped that, but also it was kind of, gave me fuel”.
It must be stressed that students talked about this presence of elders in a very physical way.
These were relationships of physical proximity. A student expressed this physical presence this
way.
“I remember one distinct moment at the end of 2016, and this is the only reason I didn't
drop out. It was just word of mouth; everyone was finding every queer person. And
there ended up being over 60 of us that meet in the choir room one night. And it was
(sigh), it was so many people. And I know a lot of people didn't stick with it, but that was
a moment you could like feel, (whew) like we're not alone. There's someone there. Yeah,
there's a reason we're doing this.”
Nurturing emotional awareness and expression. (5)
Students talked about critical consciousness development involving strong emotions.
Many times, as students talked about these emotions, it was still very present for them. 149
segments of the interviews were tagged with this category (interview #1=60; interview #2=42;
interview #3=25; interview #4=22). Some students got emotional in the group interviews: “even
right now I'm like having a physical reaction to it. Like my heart's racing.” Some students talked
about addressing shame coming from a privileged location.
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“There are so many experiences that I would have with people of color that I'm like,
‘Wow like my White privilege came out so much there.’ And I'm, I'm honestly ashamed
of that.”
Others talked about the trauma for being targets of oppressive systems,
“And so it was a whole new level, what am I experiencing emotionally and my body even
right now. I think to be on the other side of that (referring to trauma) and not being an
advocate for someone who's going through that and not being their friend, but being like,
this is happening to me."
Students expressed a deep need for experiences that acknowledge and allow these emotions to be
expressed.
The main emotion that came up was anger. Some of the anger came from the students'
home communities' lack of concern for injustice, the lack of action that the university was taking
to address oppressive policies, or oppressive actions from community members. Students talked
about the need to express, work through, and direct this anger in ways that lead to social change.
“And now we're just like complaining about it and throwing out all of the anger and
frustration we have. But there was no movement a part of it. There was either, ‘well, let's
do this event because we're going to stick it to them.’ Like, everything seemed heated and
vengeful no matter what it was. And that, to me, was like ... Well, that's not creating
change.”
This student went on to talk about how focusing the anger and frustration in ways that brought
about social change was essential for them because the cycle of getting angry and taking some
vengeful action seemed so pointless to them. Places and relationships that helped them process
and express this anger were very important for students.
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Environments that nurture deep self-reflection. (5)
In developing critical consciousness, students asked deep questions about themselves.
They became more aware of their social identities and developed the capacity to do what Mills
(1959) called sociological imagination. A white student commented about an experience with
students of color.
“I think it made me aware of myself and the spaces that I was in, in a brand new way.
And yeah, every time I think of that I can feel the heaviness that was like in that space in
that car, and it was completely unspoken between everyone else (all people of color).
They just looked at each other and started praying.”
An Asian-American student said,
“And it's just like understanding that just because I'm not Black, just because I'm not
Hispanic, or um, Native, that I have been used to perpetuate certain things that have
created tension between other racial groups.”
Students also asked questions about what privileges and disadvantages they experience
because of their social locations. One student commented,
“I was like, oppressed people oppressing other people. If I'm in this community, there's
no credibility if I don’t accept any other type of person or background because I'd be just
doing the same trauma that I'm experiencing.”
Another student said,
“But then it's like, Yup, nope I have all of these prejudices. I am racist and like I have
privilege, and I'm blind to so many things. I think the experience of living alongside
different people, people who are different from me. Showed me a lot of that in a way that
was hard 'cause I was so prideful, and still, I am. I think I've had the thought of like,
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‘They're so lucky that I'm their Ra.’ Oh my gosh, no, no, no, no! I think the richness of
living alongside people has pointed out that (pride) out to me.”
A student of color referring to colorism said, “And so it's through those little things, I started to
recognize, like, Oh shit, I do have privilege.” Some students identified being self-aware of how
oppression affected their bodies.
"Like I can't hide from that. That was the first time I realized that oppression is felt in my
body. Like ... and that (sigh), it was a transformative moment in the sense of you never
forget what that feels like in your body. You get used to it and learn how to function with
it.”
Another student commented, “once I stepped back, I was like, Damn, I'm exhausted.”
In this deep self-reflection, students demonstrated an ability to sit with cognitive
dissonance and not quickly jump to answers. One example was a student’s having come to a
professor with some deep questions: “And then she didn't; she didn't want to tell me because she
wanted me to figure it out.” At the time, the student was frustrated, but looking back, they
realized that sitting with the cognitive dissonance was good for them. These periods of figuring
it out, wrestling with deep, troubling, personal questions were significant experiences for
students. Having an environment that nurtured these questions and helped the students sit with
these questions and emotions was important for students.
Factors related to additional experiences
Opportunities to map self-identity (4.88)
Students also talked about how critical consciousness development involved going on a
journey of finding themselves. One student commented, “I was struggling in my identity, I'm
aware of things, but I don't know what to do with it.” Other students made similar comments
about struggling to find their identity. These students made it clear that mapping out their
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identity was a large part of what helped them to grow in critical consciousness. As they knew
who they were, they were more able to live out their commitments to social justice. Critical
consciousness for these students went beyond an intellectual activity but included a way of
being. This identity being an aspect of critical consciousness aligns with the findings of Kohli,
Lin, Ha, Jose, and Shini (2019), who found critical consciousness to be more than intellectual
knowledge but included a way of being.
Students talked about loving their blackness on a PWI campus. One student commented,
“Definitely BSU (Black Student Union) was transformative because, before Bethel, I
grew up in a predominantly Black, predominantly African community. I went to school,
which was predominantly White. And so I knew how to navigate White spaces, but I
always had my home to come back and to ground me. And even with that, I was very, I
didn't know it at the time, but I code-switched so much. And I compromised a lot of my
identity because I had so many White friends. It was like I lived two lives. I would keep
my home life separate from any of my White friends. None of my White friends ever
went to my house, my entire- And I went to school with them, like for the majority of my
school years. And so coming to Bethel surprisingly (laughs) allowed me to love my
Blackness, and to affirm my Blackness, and to be able to have, to still be in a White space
but then BSU and the leadership in which I had in BSU really gave me a space to like, be
like, ‘No, like you are Black, you are Black enough. (Laughs) Like, and-‘you don't need
to compromise’.”
Students also asked questions about what it means to be a white ally, what it means to be
LGBTQ+ on a white evangelical campus, (“And then definitely adding on to my sexuality, and
recognizing more that being queer is as much of me as my Blackness is”), and what it means to
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work for justice when, in one’s perception, the campus climate does not care about justice?
Students talked about a deep connection between their identity and their commitments to social
justice. Students also talked about the challenges of identifying with their home communities
and at the same time, transcending the limitations of those communities. One student said about
their home community, “.. I'd be disowned” if they talked about their commitments to social
justice. Students talked about the challenges of growing in their identity on a campus that often
placed them in the margins of that community. For example, a student of color commented,
“I kinda sometimes feel like I need to hide, even like within Bethel.” Another student
said, “When I tell people that I go to Bethel, I say, ‘I go to Bethel, but Bethel doesn't
define me.’"
Having faculty and peer journey with students during this mapping of identity was very
significant for students.
Factors related to co-curricular and curricular programs.
Crossing social boundaries. (4.88)
Students expressed having significant experiences with “others” (crossing lines of sexual
orientation, religious belief, race, economic status, abilities, and citizenship status) transformed
how they understood systems of oppression. Jones (2019) found that often students with
privileged identities cited experiences with diverse others as a way of explaining how they
understood injustices, but did not integrate their privileged locations to those injustices. Students
in this study did not use their experiences with others in this way. They did reflect on their
positions of power.
A student said,
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“She (guest campus speaker) was bringing up an idea (that a black student share about
never knowing they could go see a therapist). And she said, ‘That's because only humans
get that privilege.’ I'd never realized the depth of racism and the depth of oppression.
And that was when it finally clicked like, ‘Oh my gosh, individuals don't feel fully
human.’ And that's what we're fighting against. It's not just mean things people say; it's
an attack on humanity. And that's when things started to click.”
These experiences were often in the context of living situations, internships, friendships,
or oppressive social events (for example, racial incidents on campus and students of color talking
about the impact of that incident). It was very clear that these experiences were much more than
casual social engagements. A white student commented on attending a protest in a black
community with their black friend,
“But seeing people's like real genuine grief and trauma, it was just like a combination that
I had never been that up close to.”
The student went on to talk about how they had never really processed how much that experience
impacted how they now view systems of oppression. These long-standing relationships often
involved a personal or societal conflict, which brought about deeper understanding.
Students also talked about how crossing these social boundaries helped them see things
that they have never seen or been exposed to before. One student said,
“In that Spring, I talked to a person who was against, DAPL, the pipeline. And, my
parents funded it in some portion. And so, I was obviously like, ‘Oh, my parents are
doing that, so I'm gonna also be for it.’ They wrote a paper on it for a class, and I read it.
And I think that was actually like the main turning point of, like-... ‘Oh my gosh, there's
like so much bad happening and has happened, and I am very ignorant to 99% of it all’”.
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Another student said,
“I have friends here who identify with the LGBTQ community. They have this fear of
being themselves, the fear of self-expression. And they're afraid to fully acknowledge the
things that they do because they're afraid that someone’s gonna find out and then tell an
RA. I have a friend here, and his boyfriend won't go to graduation. One of my friends
graduated, and now he's in a relationship, and he told me that he's the happiest he's ever
been because now he gets to express himself. I feel like you can't foster personal growth
and development when you hinder something that's such a big part of your life. As a
straight white human being, I'm not male, so I don't have that going. But having two of
the big three, I feel like I have so many opportunities. And when I am not willing to stand
up for communities that don't have those opportunities, then I'm just part of the problem.”
These new insights gave students a new way of seeing themselves and others. A white student
commented on learning about Malcolm X, someone she knew very little about.
“That class was eye-opening, especially learning more about Malcolm X, and why he felt
the way that he felt. All I knew was a very surface level version of Malcolm X. Just kind
of like black power- white people suck, that kind of thing, which is very surface level.
But, then, reading his autobiography, even before he was born, the Ku Klux Klan was at
his door, threatening his mother just because she was African-American. And he wasn't
even born yet, and so much trauma had happened in his life. And I, at the end of the
book, was 100%, I understand the reasoning to why you (Malcolm X) felt this way
towards white people - I get it”.
Marginalized students also talked about spending time with elders, and other students
who had similar lived experiences as powerful because these relationships helped them to be
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“grounded,” ask important self-reflective questions, and know that they were not alone. One
student said, “It helped to have fellow Black students navigate White space with me.” Through a
deep connection with others who were marginalized, these students were able to process and
make meaning out of the social boundaries that they were crossing.
Campus leadership positions. (4.55)
Students identified ways that they acted to bring about social change was through student
groups on campus (ex. United Cultures at Bethel or Psychology Club) or by being in a leadership
role on campus (ex. RA). Through these clubs or leadership positions, students talked about
addressing social injustice on campus and working to change campus policies, structures, and
climate. A student said, “I had a microphone. And there were a hundred people there. That was
probably the only opportunity that I had actually to be heard.”
These experiences gave students lived experiences with how power operates and what it
takes to bring about systemic change. A student said,
“I started working with BSG (Bethel Student Government). I was the BSU director at the
time, well knowing a little bit more about what goes on. Where funds are allocated and
how BSG operates brought me back to reality.”
Students also used these leadership experiences to provide support to other students who were
marginalized at the university or to challenge privileged students to wrestle with issues that they
had not thought much about. A student said,
“It's like, no one, not that I've experienced, has been that for me. I feel that other people
want an outlet, at some point. Not that I can provide everything for someone, but at least
I can be a listening ear for whatever they’re going through.” (A student who identified as
pansexual, commenting about being an RA).
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Another student added, “And in that group, I talked about, I'm going to start a queer club.
Because there's not one, and there should be, and why hasn't there been one yet?" These oncampus leadership positions became one of the main ways that students saw how they could take
action to bring about change.
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Chapter 5: Discussion, implications, recommendations
Overview of the Study
This qualitative study explored how students in a liberal arts institution develop in critical
consciousness. Critical consciousness was defined as having three components: critical
reflection, critical agency, and critical action. Two hundred seventy-seven students at Bethel
University completed the Critical Consciousness Scale (Diemer et al., 2017) and Measure of
Adolescent Critical Consciousness (McWhirter & McWhirter, 2016). Based on the results of
these two scales, 15 students were invited to take part in two group interviews. Of those 15, 12
agreed to be interviewed. Eleven of these 12 students took part in two group interviews,
consisting of 6 students each and lasting 1 ¾ hour each. One student only took part in one group
interview.
The audio recordings of those group interviews were transcribed using rev.com, a
transcription service. Those transcriptions were then coded using MaxQDA software. The
researcher selected some initial themes from the transcriptions. These themes were then sent to
the group interview participants for input on theme accuracy. Nine of the 12 students responded
with comments. That information helped the researcher know if students had been heard
correctly. The students’ responses were then used to further analyze the transcriptions to
develop the main themes. Student responses to these themes were detailed in Chapter Four.
This final chapter will discuss the implications of this research for practitioners and give
recommendations for moving forward.
Research Questions
This study emphasized the aspects of a liberal arts education that contributes to the
development of critical consciousness in students. Therefore, the first step in the research was to
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select students enrolled in a liberal arts university and who were at a certain level of critical
consciousness. A second step was to explore their journeys and experiences in developing a
critical consciousness. The central research question in this study is: what are the key factors in
the university learning experiences of students that contributes to their critical consciousness
development? The secondary questions that form an integral part of this study are as follows: 1)
What do students identify as characteristics in the university that contribute to their critical
consciousness development? 2) What kinds of co-curricular and curricular programs or classes
at a university campus do students identify that contributed to their critical consciousness
development? 3) What additional experiences do students identify that assisted in their critical
consciousness development? 4) Are there pedagogical experiences that stand out to students in
helping shape their critical consciousness?
Conclusions (compare/contrast with existing literature)
Critical Consciousness Scale and Measure of Adolescent Critical Consciousness
One part of this study was to explore the validity of the Critical Consciousness Scale
(Diemer et al., 2017) and Measure of Adolescent Critical Consciousness (McWhirter &
McWhirter, 2016) in identifying liberal arts students who had developed a critical consciousness.
Diemer et al. (2015) write, “A young person can indicate in a self-report survey that he or she is
highly critically aware of social and racial inequities, but observations or interviews can
supplement this by providing evidence of how the student demonstrates or expresses this
awareness” (p. 819).
During the group interviews, students made significant contributions. All of the students
who were interviewed provided detailed descriptions of their growth in critical consciousness.
The depth of the themes expressed in Chapter Four is a testament to the depth of these students’
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experiences. Interviews exceeded the time allocated by at least 30 minutes because the students
had so much to share. Secondly, they believed the study to be important. Several students
approached me personally to express how important they thought this study was. They
expressed a desire to see other students grow in their critical consciousness so that social
injustices could be better addressed. Thirdly, interviews allowed students to engage in critical
dialogue, which is a sign of a deepened critical consciousness.
The above observations have led the researcher to the conclusion that these scales worked
well to identify liberal arts students who had grown in their depth of critical consciousness. In
this research, these students did not only self-report on the survey, but they also demonstrated
through examples of their experiences that they had grown in their level of critical
consciousness.
Dissatisfaction that Emerges with Critical Consciousness Development
One of the key categories emerging from this research is that emotional intelligence
relates to critical consciousness. After the first two group interviews, in my field notes I wrote
about how strong emotions were expressed very quickly. Students said, “this is hard,” paused at
times, and used strong language to communicate these emotions. This awareness of emotions is
extensively identified in the literature as being an important part of critical consciousness
education (George, 2011; hooks, 1994; Zembylas et al., 2014). But the literature does not
identify how anger plays as an aspect of critical consciousness development. During the group
interviews, students talked about anger a total of 31 times, which accounts for a total of 62% of
the time that they talked about emotions. In the interviews, students talked about this anger at
times leading to more than just “getting at” the power structures. This “getting at” was a
reactionary response but did not lead to changing systems. Students more often talked about
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“anger” in terms that this study is identifying as dissatisfaction. These students were dissatisfied
with the responses of people in power, how systems worked, how family systems perpetuated
systems of oppression, or how they maintained unjust systems. This dissatisfaction was
identified by students as a motivating factor for them to take courageous action to change
systems. This dissatisfaction was not about just “getting at” others but focused on changing
systems of oppression.
From the interviews, it became clear to me that creating spaces for students to process
this dissatisfaction by asking questions about where it comes from and letting students express it
was very important. This requires educators who understand strong emotional responses, are not
afraid of their strong expression, and who can overtly and acceptingly acknowledge when strong
emotions are expressed by students. This challenges a docile and passive academic culture.
Inviting students to explore their dissatisfaction is a very important aspect of critical
consciousness development.
Mapping of Self-Identity/ Deep Self Reflection
Identity development was named by the students as a key part of critical consciousness
education. This discovery of self is confirmed by the literature. Social justice youth
development theory is based on making identity a central part of the theory (Speer & Peterson,
2000). Sociopolitical development (SPD) also names racial identity as one of the key aspects of
SPD (Baker & Brookins, 2014). hooks (1994) stated, “Learning more of who I am so that I can
be whole” (p. 196) – this process is a large part of critical consciousness development.
This research identified a subcategory of this mapping of self-identity as deep selfreflection. This was identified by students to entail not only asking questions about systems of
oppression but also to include asking how they have participated in or been oppressed by those
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systems. Through the research, I have come to see this deep self-reflection as the first step on
the journey of mapping one’s identity. It challenged students to reflect on their families, faith
communities, and home communities in ways that were unsettling for them. One example of this
is when a student’s mother responded saying, “That is not what we believe in this household.”
The student communicated that response with a lot of emotion because of how difficult the
relationship was with their mother. These difficulties arose because of the kind of questions they
were asking and the actions they were starting to take. Several other students communicated
similar family responses to their critical consciousness development. This deep self-reflection
can lead to a separation from some of their most intimate relationships. What students said was
that some people in their lives do not want to ask these questions and have tried to stop them
from asking the questions. Students also reported that, at times, they were able to work through
difficulties with family members. These situations were talked about with great joy because of
how meaningful it was for them to work through difficulty and develop a stronger relationship
with a family member. Others talked about how there was now a distance with family members.
This aspect of asking deep self-reflective questions must be addressed, and students need to be
warned that not everyone is going to respond positively to the questions they are starting to ask.
Students also need to have a strong community around them as they experience this separation
from family. Students coming from positions of privilege will experience this separation in
unique ways because of ways their families benefit from the systems the students are critiquing.
Engaged Learning Environments
The findings of this study align substantively with how the literature discusses critical
consciousness development. Students need places to have dialogue, challenge assumptions,
voice their ideas, and be active subjects in the learning environment, which have all been
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discussed in the literature and are all evident in this study (Fisher, 2011; Howe & Abedin, 2013;
Sardabi et al., 2018; Yusop & Correia, 2014).
One of the issues not addressed concretely in much of the literature is how, historically
classes are designed from a racially detached perspective, thereby predominantly serving the
interests of white students and reproducing a social hierarchy. This centering of white students
as it relates to injustice was very problematic for students of color. Students of color using
critical reflection to express feeling victimized because they are expected to “teach” white
students, in addition to facing daily oppression. This was even characteristic of some social
justice courses.
There is a small but growing body of literature that identifies how courses serve the
interests of white students and reproduce a social hierarchy as a critical issue that needs to be
addressed. Michell, Donahue, and Young-Law (2012) describe the pedagogy of service-learning
as one that centers whiteness and reproduces whiteness. In their work, Michell et al. (2012)
write about how the “ideal type” of student is assumed to be white. It is this assumption of
whiteness that students of color deem to be problematic and to undermine their existence.
Diverse authors and professors, who are critically consciousness, can see this contradiction and
use the correct measures to ensure learning serves the interests of all students.
Critical consciousness development requires that professors not only be content experts,
but they must also critically reflect on how they embody injustice in the classroom context. This
critical reflection takes time and requires educators to engage deeply with how their practices do
or do not support students.
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Agency and Realistic Understanding of Power
The students in this study affirmed that critical agency was an important part of their
development. There is a growing body of literature that identifies critical agency as a
subcategory of critical consciousness (Baker & Brookins, 2014; Diemer, et al., 2017; McWhirter
& McWhirter, 2016; Shin, Ezeofor, Smith, Welch, & Goodrich, 2016; Thomas, et al., 2014).
What the literature does not discuss with few exceptions, is the role that lived experiences with
power structures play in helping students develop a realistic understanding of their agency. In
this study, students talked about going through a period of being “bright-eyed and bushed tailed,”
believing that they could change the world. In this period of agency, students believe that
systems of injustice will change once people in leadership positions learn about how those
systems are impacting marginalized people’s lives. Students believe if they talk to those in
power, then things will change. After trying to make a change, sometimes by talking to state
senators or participating in protests, students talked about having a more realistic understanding
of how power works and their capacity to bring about change. After telling people in positions
of power how systems were negatively impacting them and not seeing those system change,
students realized that change is much more challenging to achieve than they had originally
thought. This group of students did not become hopeless that things could not change, but at the
same time, they realized that change was not going to happen overnight. The esteemed Professor
Cornell West has referred to this as “hope on a tight rope” (2008). This hope does not fall into
nihilism, believing that all is hopeless, and at the same time it does not fall into ignorant bliss,
believing everything is going to be ok. Through engaging with power structures students
developed a more mature agency that believed that change could happen, and at the same time
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they understood that there were ways that power structures would operate to stop that change
from happening.
In this study, it became clear that in developing agency, all of these students had
challenging moments when they faced opposition, and yet they had the resilience to come back
more focused to work for the change that they believed needed to happen. Relationships were
one of the key factors that helped students develop this critical agency. These relationships were
characterized by a strong bond with fellow students, mentors, and professors who were
committed to deepening their learning and critical engagement while struggling to bring about
social change. Students were convinced that they had a responsibility to others and that this
sense of responsibility made them persist in their commitments to social change even when they
were presented with great adversity when their persistence was supported by like-minded
individuals, whether peers, mentors, professors, family members, or elders.
Implications for Practice
Relationality/ Living Learning Communities
After finishing the first two sets of group interviews, I wrote in my field journal that I had
a strong desire to be part of a living-learning community. Those interviews reminded me that
critical consciousness pedagogy is one that is embodied through relationships. This form of
education seems to extend beyond course syllabi, course assignments, lectures, and course
readings and provides a richer learning experience. Many of the themes that students expressed
as significant were their relationships with professors, mentors, and peers. Students described
experiences where they engaged in and reflected on certain sociopolitical events or crossed over
social boundaries and processed those events with others who had the same or similar lived
experiences.
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In 2016 I was in the middle of transitioning jobs at Bethel. I moved from campus
ministries with an office on campus to off-campus programs with an office in the SummitUniversity neighborhood of St. Paul, which was about 15 minutes from campus. In addition to
this job transition, I was at a place where I wanted to distance myself from the sociopolitical
environment of the Bethel campus. For a variety of reasons, I needed some distance from
campus life. During these interviews, students talked a great deal about the events of 2016. I
remembered much of what they talked about, but I also remember viewing those events from a
distance. Looking back, I now realize that distance did not allow me to journey with students in
the way that I wish I could have. This study has shown me that critical consciousness education
requires educators to be involved in the environment of students. It is through those
environments that so much critical consciousness development takes place.
That being said, those of us who are long term faculty or staff at universities have to
develop ways to stay engaged with the life of the university and at the same time, work through
the dysfunction of the university. Part of the reason that I pulled away from Bethel in 2016 was
that I was dealing with my hurt, anger, and disillusionment about how the university maintained
systems of oppression. Looking back, pulling away was important for me, but if I want to be
about critical consciousness development, I must reengage at some point. Faculty doing critical
consciousness development are going to constantly struggle with this push and pull of
engagement with the sociopolitical life of the university.
Critical Consciousness as a Vehicle for Student Voice and Action
Students describe experiences where they just started saying what they had not shared
with others. As they used their voice to express themselves, they found an inner power and
strength. This gaining of voice took time, encouragement, and a place that would just let them
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get things out even if their thoughts and emotions were raw. Even in the group interviews as we
allowed students to express strong emotion, use curse words, and process verbally what they
were thinking, I could see students becoming more confident and assertive in the group.
In the last interview, students wanted me to know that having spaces in the classroom and
out of the classroom to develop their voices were rare in their college experiences. When they
did experience these spaces, it was very transformative for them, but they did not have nearly
enough of these kinds of spaces. Creating these spaces in classrooms requires that faculty talk
less and “cover” less content. There is only so much class time, and there is always more content
than there is time to cover it. These students were direct that just covering content was not that
important to them; they needed time to process, express their ideas, and hear how other students
were processing. To create the space for the development of students’ voices, professors will
have to be very selective on class content and how to cover it. Making room in the classroom
experience for students’ voices is essential in critical consciousness development, and the
content learned when students can process their thoughts and emotions in the classroom often go
deeper than content conveyed traditionally.
Does the Administration Restrict an Engaging Pedagogy
As students participated in activities that were aimed to help develop critical
consciousness, they felt more energized to participate in campus actions that contributed to social
change. They suggested that getting involved in social action on campus such as protests,
writing critiques in the school newspaper, or challenging university policies that were unfair or
discriminating are viable forms of action that stem from a deepening critical consciousness.
They were aware that such actions were risky since students' actions are often met with
opposition from the university administration. This correlates with Thomas (Director of Institute
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for Democracy and Higher Education, May 31, 2019) stated during a lecture at the University of
Minnesota, that most of the university administration that she works with are scared of student
protest and often react out of that fear. Faculty and staff that are supportive of students’ critical
actions, at times find themselves at odds with the administration. Those that endeavor to do
critical consciousness development need to put forethought into how they will navigate this
conflict and what price they are willing to pay. Campuses need to develop strategies such as
educating administration on why social activism is a part of their pedagogy, developing
relationships with members of the administration who can allow for honest communication when
challenges come, make a case that social activism is an essential part of liberal arts education,
and that social activism is what it means to be a citizen of a democracy.
New Dialogues for Student-Teacher Engagement
It was clear from the group interviews that integrated educators are required to do critical
consciousness education. These are educators who bring their whole selves to the educational
process. They are open and transparent with students about their shortcomings and their
strengths. hooks (1994) writes about this integrated education.
Engaged pedagogy does not only seek to empower students. Any classroom that employs
a holistic model of learning will also be a place where teachers grow and are empowered
by the process. That empowerment cannot happen if we refuse to be vulnerable while
encouraging students to take risks. Professors who expect students to share confessional
narratives but who are themselves unwilling to share are exercising power in a manner
that could be coercive. In my classrooms, I do not expect the student to take any risk that
I would not take to share in any way that I would not share. (p. 21)
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hooks comments these confessional narratives of professors destroy the idea that they are allknowing, but instead, help the students to see them as fellow people who are learning with them.
This kind of sharing helps connect academic material to lived experiences and shows how lived
experiences can illuminate academic material.
Students described a need for professors to bring their whole selves to the educational
process. This became evident in this research when, during the group interviews, students
started talking about “white males.” Even though I am a white male, students felt comfortable
critiquing white males because, in a previous class or in co-curricular experiences with me,
students had heard me be critical of my whiteness and maleness. If students had not had those
previous experiences with me, they would not have been as open during the group interviews.
These students had also witnessed me being emotionally vulnerable. At the end of the study one
student wrote me, “To be honest, you are one of the few men I’ve ever seen cry before which as
we’ve talked about in class a bit, is so crucial and healing for so many people, including myself.”
This is very challenging work because, so often, the academic environment only values intellect
and distrusts emotion. This work of confessional narratives is counter-cultural and requires that
professors have a tremendous amount of courage to face their whole selves.
Boundaries in Critical Consciousness Development
There is one last area that needs to be addressed for practitioners. In all of the literature
that addresses teacher and student relationships, none of them addressed the healthy boundaries
needed in these relationships. The literature challenges a hierarchical, distant relationship built
on the teacher having disproportional power. The group interviews also clearly challenged these
kinds of relationships. What the literature does not address and what practitioners who embrace
the form of education have to address is what limitations need to be placed on teacher and
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student relationships? What boundaries need to be placed on these relationships to protect both
teachers and students from abuse? What sharing should be off-limits because it becomes too
intimate? In the critical consciousness development effort to deconstruct an old paradigm, there
needs to be more work down to construct how the new paradigm works. I bring this up because,
during this study, I have been challenged to think about what limitations I want to construct, and
what limitations have I already constructed that are healthy. This is an area that practitioners
need to have deep discussions about on an ongoing basis.
Broader Implications of this Research
One of the broader implications of this study is about which kinds of environments
beyond the liberal arts experiences will help these students continue to develop their critical
consciousness. Critical consciousness development is a lifelong process, so one issue becomes
whether students' families, workplaces, community groups, and religious communities will help
to continue what has taken place in their liberal arts experience. Thalhammer, et al. (2007)
identifies external factors of networks and societal values as being significant in developing
individuals they labeled as courageous resisters. I think the same is true for critical
consciousness. If these students do not continue to have challenging experiences and a
community of people around them that help them develop a critical consciousness, then this
transformation they have experienced in college might be short term. Higher education needs to
partner with other institutions and organizations to create environments that will continue the
critical consciousness development that takes place during the liberal arts experience.
During a time when universities are streamlining and moving educational programs to
online formats, this research argues for a very hands-on /relational and resource-intense form of
education. Doing this type of education will require large resource investments by society.
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Society will need to have a robust debate about the value that is placed on this form of education
and, if it is valued, how to commit the resources that are needed to make it happen. And help
students identify possible groups to align themselves with after college.
Another broader issue is how willing is society to create classrooms with diverse teachers
and students. It was clear from these students that having diverse individuals participate in the
learning experience was important. To make this happen, society needs to invest more in K-12
education, recruit more diverse K-12 and university professors, and create educational
institutions where people of color thrive.
As liberal arts institutions encourage critical consciousness, there may be some who
oppose it. One example of this opposition is the Arizona House Bill 2281 that was directed to
end the Mexican American Studies Department Programs in the Tucson Unified School District.
The interests of those in power will typically not want the social change that this form of
education produces. There will be all kinds of power struggles that will happen to stop this kind
of education. Thus proponents of critical consciousness development will need to form national
organizations that can advance practice and further develop critical consciousness in higher
education.
Recommendations for Future Research
More research also needs to be done to understand the relationship between critical
reflection, critical agency, and critical action. Students talked about critical reflection leading to
critical action. They also talked about critical action helping to develop their critical agency, but
these relationships were not clearly defined. This understanding will help critical consciousness;
researchers can consider whether critical consciousness is developed in stages or if the three
aspects develop mutually and continuously.
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Other future research needs to include the following areas. With the increasing emphasis
on online education in liberal arts institutions, research needs to be done around the relationality
of critical consciousness development. Researchers need to ask if this human connection that
students talked about can happen through online experiences or if it must take place in physical
spaces? More research also needs to focus on the professors who are doing critical
consciousness education. Understanding their own critical consciousness development and how
that development impacts the ways that they teach is important. Future research also needs to
look at the convergence and divergence of social justice education and education that develops
students’ critical consciousness.
Students also mentioned that faculty who do this kind of education face challenges from
the dominant educational system. I had students come up after the group interviews and thank
me for my work and told me that they understood that it cost me to do this kind of research.
Researching about “drain” on faculty and emotional costs to faculty for teaching critical
consciousness education is another important area for future research.
Students talked a lot about having strong emotional experiences, and they specifically
talked about anger being an emotion that they experienced. Currently, in education, well-being
courses, mindfulness practices, and emotional intelligence are all being addressed in several
different ways. It would be important to study if these efforts connect to critical consciousness
development.
Working through setbacks and challenges to develop one’s critical agency was important
for these students. Looking more at what factors help students to maintain agency and not give
up is an important area to study. Students reported that their agency grows from “bright-eyed
and bushy-tailed” to a focused agency. This transition needs to be better understood.
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Because the demographics of this study were significantly different from the samples that
were used in the development of the CCS and MACC, it is important to run quantitative data
analyses to find convergence and divergence from those two sample populations.
Concluding Comments
A majority of the writing for this research study has taken place in marginalized
communities. Very little of my time has been spent trapped in the “ivory tower” of the
university. That is not to say that the elitism and privileged locations of the university life have
not made their way into my writing; they have, and because they have this project must be
critiqued. I mention the communities where I have done most of this writing because as I write
this last chapter, I was “interrupted” by a woman of color walking down the sidewalk yelling,
“Who am I to talk to? I have so much pain inside”. Her cry for help was not an “interruption,”
but a concrete reminder of why this research is important. This expression of pain is a reminder
that we live in a world that is deeply impacted by social injustice, and at times, those injustices
are expressed by the literal screams of individuals in our streets.
As I reflect on her words, “I have so much pain inside,” I am reminded that I started this
research project quoting Dewey’s statement that liberal arts education should be about
developing students' capacities to find large and human significance in life. I also wrote about
Du Bois and Freire’s emphasis on developing students’ awareness of oppressive systems and
developing their capacities to change those systems. I interpreted Dewey (1974), Du Bois
(1958), and Freire (2000), in short, to be saying that educators need to learn to listen and respond
to the cries in our streets.
If graduates from liberal arts institutions are not developing this ability to hear the cries in
the streets and respond to them, we are failing our liberal arts heritage that has been passed on to
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us, we are turning a blind eye to current suffering, and we are doing a disservice to future
generations. The 12 students who participated in this study made a significant contribution to the
understanding of critical consciousness development because, up to this point, no study has used
quantitative scales to identify college students for qualitative interviews on critical consciousness
development. The lived experiences of these 12 diverse students developed this body of
literature on what liberal arts institutions do and can do to increase students’ capacities to hear
and respond to the cries in the street.
Through doing this research, I have gained a renewed passion for the potential that liberal
arts education has to transform students and society. This transformation only happens with
professors and students disciplining themselves for that challenging task. The complexities of
critical consciousness development seem to be never-ending, which motivates me to continue
researching critical consciousness. I hope to address some of the questions that I laid out in the
future research section and implement many of the ideas from this research into my teaching and
program directing. As I come to the end of this particular research project, I have never had such
a strong desire to teach critical consciousness, but I also have great respect for the challenge that
comes with that task.
I am forever thankful for the challenging wisdom that the 12 students shared in this
research. The work that they are calling educators to will not be easy or without sacrifice, but it
will be meaningful. I am reminded that after the group interviews, a few students thanked me for
doing this work and told me that it was very important that this work influence the culture of
liberal arts institutions. I am committing my time in liberal arts education to honoring their
experiences by working every day to embody what they have taught us, and I am inviting you
into that same practice.

124

References
AAC&U publications on civic learning. (2015). Peer Review, 17(3), 34. Retrieved
from http://search.proquest.com/docview/1727428949
Alridge, D. P. (1999). Conceptualizing a du Boisian philosophy of education: Toward a model
for African-American education. Educational Theory, 49(3), 359-79.
Baker, A. M., & Brookins, C. C. (2014). Toward the development of a measure of sociopolitical
consciousness: Listening to the voices of Salvadoran youth. Journal of Community
Psychology, 42(8), 1015-1032. doi:10.1002/jcop.21668
Banks, J. A. (1991). A curriculum for empowerment, action, and change. Empowerment through
Multicultural Education, 125-141.
Berg, B. (2009). Qualitative research methods for the social sciences / Bruce L. Berg. (7th ed.).
Boston: Allyn & Bacon.
Berg, M., Coman, E., & Schensul, J. (2009). Youth action research for prevention: A multi-level
intervention designed to increase efficacy and empowerment among urban youth. American
Journal of Community Psychology, 43(3), 345-359. doi:10.1007/s10464-009-9231-2
Bloomberg, L. D., & Volpe, M. (2012). Completing your qualitative dissertation : A road map
from beginning to end (2nd ed.). Thousand Oaks, Calif.: SAGE Publications.
Bogdan, R., & Biklen, S. K. (2007). Qualitative research for education (5. ed. ed.). New Delhi,
India: Asoke K. Ghosh PHI Learning Private Limited.

125

Boren, M. E. (2007). A revolutionary learning:; Student resistance/student power. Utopian
pedagogy (pp. 76-92) University of Toronto Press. Retrieved
from http://www.jstor.org/stable/10.3138/9781442685093.9
Bowditch, N. (2008). Aristotle on habituation. Ethical Perspectives, 15(3), 309-342.
doi:10.2143/EP.15.3.2033154
Bricker, J., Dettling, L. J., Henriques, A., Hsu, J. W., Moore, K. B., & Sabelhaus, J. (2014).
Changes in U.S. family finances from 2010 to 2013: Evidence from the survey of consumer
finances. Federal Reserve Bulletin, 100(4), 1. Retrieved
from http://search.proquest.com/docview/1562451328
Bruner, J. S. (1959). Learning and thinking. Harvard Educational Review 29 (Summer): 184-92.
Cammarota, J. (2007). A social justice approach to achievement: Guiding Latina/o students
toward educational attainment with a challenging, socially relevant curriculum. Equity &
Excellence in Education, 40(1), 87-96.
Carlson, E. D., Engebretson, J., & Chamberlain, R. M. (2006). Photovoice as a social process of
critical consciousness. Qualitative Health Research, 16(6), 836-852.
Chickering, A. W. (2010). Our purposes: Personal reflections on character development and
social responsibility in higher education. Liberal Education, 96(3), 54-59.
Christens, B. D., & Dolan, T. (2011). Interweaving youth development, community
development, and social change through youth organizing. Youth & Society, 43(2), 528-548.

126

Chronister, K. M., & McWhirter, E. H. (2006). An experimental examination of two career
interventions for battered women. Journal of Counseling Psychology, 53(2), 151-164.
doi:10.1037/0022-0167.53.2.151
Cooley, C. H. (1907). Social consciousness. American Journal of Sociology, 12(5), 675-694.
Corning, A. F., & Myers, D. J. (2002). Individual orientation toward engagement in social
action. Political Psychology, 23(4), 703-729.
Craig, M. A., & Richeson, J. A. (2014). On the precipice of a “Majority-minority” America:
Perceived status threat from the racial demographic shift affects white Americans’ political
ideology. Psychological Science, 25(6), 1189-1197. Retrieved
from http://bethel.summon.serialssolutions.com/2.0.0/link/0/eLvHCXMw3V1LbxMxELbS
wqESQrwpD8kXuFSL1mvvbo3EoUrbIKHSiqaHconstd0uSrdRmxy45W8gAT8uvwSPH7tp
AIkzt2QdJZv1p_HMN9_MIESzN2myYhOoFCLVeWpSQ6UkWggiMyO3q0KnJtPA759Zh_7xWCQf-j14pDM7tr_sPGHXrh4BG0rJtYMArIKGroH4gvlzCwLjmoG_ciruzG7A2QBEegd7GG0Hujsut4bnjEvZjNcon4bj2XX3he17X1dbxeQ3deINAxE3eaxNC1_FXeFTcQY8PpTtSPzjINw1ys
DxtouRK1Ge-wmgGeqGOiIXADoUj0XBTlgNlAZhnfRqKZf2N9aySEpehu7Z3maDreeZHwgVjbqvpg7gXbbQNqDiS6c9
ZFG7ozCm_1dOyFa32CW54UbgPgjLs5IQ-ho6tV-oupq001ycryG1myguI5u7fQHe6edb1C6oZXt3_hTXHNDU-jcnOE9dDfEJ3jH4-o-6unmAdpodXrQ_TzsMEWAbgFGL40WODF_Ptv0FrMfCAgLe4hRT2kMIeUhgg5b7QQwovQQo7SOEAKewghVtILebfcAsmHMH0CJ3s7w3775
Mw5SOZ2FCcJbqsMpVtq0qSVBnNpLJHRqGAn8ksv6o5mmhBau45FwSYd9JRUr7CIXQSmT0MbojoBqkmbqqUfUU4ZTqnBpZVEJrJpThp
127

WE5M6WoqOJFTjfRk_jYR2o8HlEKFeqUcQIrbhdGE9_tZZSxgnPrpW-iV7At7XUSGWvIOHZP37uOdrosP8CrU-vZvolug1CTj3-BUHKrIo
Creswell, J. W. (2009). Research design (3rd ed.). Thousands Oaks: Sage.
Dallmayr, F. (2013). Humanizing humanity: The global significance of the
humanities. Diogenes, 60(1), 27-36. doi:10.1177/0392192113519905
Danbold, F., & Huo, Y. J. (2015). No longer “All-american”? whites’ defensive reactions to their
numerical decline. Social Psychological and Personality Science, 6(2), 210-218.
doi:10.1177/1948550614546355
De Lissovoy, N. (2018). Pedagogy of the anxious: Rethinking critical pedagogy in the context of
neoliberal autonomy and responsibilization. Journal of Education Policy, 33(2), 187-205.
doi:10.1080/02680939.2017.1352031
DeMarrais, K. (2004). Qualitative interview studies: Learning through experience. In K.
deMarrais, & S. D. Lapan (Eds.), Foundations for research methods in inquiry in education
and the social sciences (2004). Mahwah, N.J: L. Erlbaum Associates.
DeNavas-Walt, Carmen D. Proctor, Bernadette. (2015). Income and poverty in the united states:
2014. (). Washington, DC: U.S Government Printing Office. Retrieved
from https://www.census.gov/content/dam/Census/library/publications/2015/demo/p60252.pdf
Dewey, J. (1974). The school and society : And, the child and the curriculum. Chicago:
University of Chicago Press.

128

Dey, E. L., Barnhardt, C. L., Antonaros, M., Ott, M. C., & Holsapple, M. A. (2009). Civic
responsibility: What is the campus climate for learning?. Washington, DC: Association of
American Colleges. doi:978-0-911696-03-5 Retrieved
from http://www.aacu.org/sites/default/files/files/core_commitments/civicresponsibilityrepo
rt.pdf
Diemer, M. A. (2009). Pathways to occupational attainment among poor youth of color: The role
of sociopolitical development. Counseling Psychologist, 37(1), 6-35.
Diemer, M. A., Rapa, L. J., Voight, A. M., & McWhirter, E. H. (2016). Critical Consciousness:
A Developmental Approach to Addressing Marginalization and Oppression. Child
Development Perspectives, 10(4), 216–221. https://doiorg.ezproxy.bethel.edu/10.1111/cdep.12193
Diemer, M. A., & Blustein, D. L. (2006). Critical consciousness and career development among
urban youth. Journal of Vocational Behavior, 68(2), 220-232.
doi:10.1016/j.jvb.2005.07.001
Diemer, M. A., & Hsieh, C. (2008) Sociopolitical development and vocational expectations
among lower socioeconomic status adolescents of color. Career Development Quarterly 56,
257+. Retrieved
from http://go.galegroup.com.ezproxy.bethel.edu/ps/i.do?p=EAIM&sw=w&u=clic_bethel&
v=2.1&it=r&id=GALE%7CA177025283&sid=summon&asid=bd4ed621ccefb686dae5c929
8c76753e
Diemer, M. A., Kauffman, A., Koenig, N., Trahan, E., & Hsieh, C. (2006). Challenging racism,
sexism, and social injustice: Support for urban adolescents' critical consciousness
129

development. Cultural Diversity and Ethnic Minority Psychology, 12(3), 444-460.
doi:10.1037/1099-9809.12.3.444
Diemer, M. A., & Li, C. (2011). Critical consciousness development and political participation
among marginalized youth. Child Development, 82(6), 1815-1833. doi:10.1111/j.14678624.2011.01650.x
Diemer, M.A., McWhirter, E., Ozer, E., & Rapa, L. (2015). Advances in the conceptualization
and measurement of critical consciousness. Urban Review, 47(5), 809-823.
doi:10.1007/s11256-015-0336-7
Diemer, M. A., Rapa, L. J., Park, C. J., & Perry, J. C. (2017). Development and validation of the
critical consciousness scale. Youth & Society, 49(4), 461-483.
doi:10.1177/0044118X14538289
Diemer, M. A., & Rapa, L. J. (2016). Unraveling the complexity of critical consciousness,
political efficacy, and political action among marginalized adolescents. Child
Development, 87(1), 221-238. doi:10.1111/cdev.12446
Diemer, M. A., Wang, Q., Moore, T., Gregory, S. R., Hatcher, K. M., & Voight, A. M. (2010).
Sociopolitical development, work salience, and vocational expectations among low
socioeconomic status African American, Latin American, and Asian American
youth. Developmental Psychology, 46(3), 619-635. doi:10.1037/a0017049
Du Bois, W. E. B. (1958). Ho! everyone that thirsteth, May 26, 1958. W. E. B. du bois papers
(MS 312). Special Collections and University Archives, University of Massachusetts
Amherst Libraries, (MS 312). Retrieved
from http://credo.library.umass.edu/view/full/mums312-b206-i010
130

El-Amin, A., Seider, S., Graves, D., Tamerat, J., Clark, S., Soutter, M., . . . & Malhotra, S.
(2017). Critical consciousness: A key to student achievement. Phi Delta Kappan, 98(5), 1823. Retrieved
from http://ezproxy.bethel.edu/login?url=https://search.ebscohost.com/login.aspx?direct=tru
e&db=eric&AN=EJ1129992&site=ehostlive&scope=site http://dx.doi.org/10.1177/0031721717690360
Fine, M. (1991). Framing dropouts: Notes on the politics of an urban public high school.
Albany, N.Y: State University of New York Press. Retrieved
from http://bethel.summon.serialssolutions.com/2.0.0/link/0/eLvHCXMwdV1NC8IwDA2i
HgRBRYdfg_2Byew-ex5OQfDkRS_S9QME9aLf5O5qYhCoZTS0EPoywt5KYDPZp779SYYIb1YhQajCSZZjk6gmEp8LREvcqEp_7bbB5s
0Wi7D9btnkjwdJTL0Gc2vqpoic4FResyJqlPDdtL4rt3KjYijIJP2CpLOqX0MemnZa6dak2C
ejH5gSdaFOukLelDTlz50MHA8I3o4in4ruN-uA7CzxTZduXTuUCZXDtVNQmZBW1BRuVWiNfUEBzjq3lkckSHJAqECBI-51yFnhQIywmPRmD9NjbtzGB1rNWicYUGgZ9VNvQpPIvfXoA_dVhGA
Fine, M. (1987). Silencing in public schools. Language Arts, 64(2), 157-174.
Fowler, M., Medenica, V. E., & Cohen, C. J. (2017, December 15,). Why 41 percent of white
millennials voted for trump. The Washington Post Retrieved from
https://www.washingtonpost.com/news/monkey-cage/wp/2017/12/15/racial-resentment-iswhy-41-percent-of-white-millennials-voted-for-trump-in-2016/?utm_term=.f13f28440923
Freire, P. (1998). Cultural action and conscientization. Harvard Educational Review, 68(4), 499.

131

Freire, P. (1973). Education for critical consciousness (1st American ed.). New York: Seabury
Press. Retrieved
from http://bethel.summon.serialssolutions.com/2.0.0/link/0/eLvHCXMwdV09C8IwED1E
HQQHRYuf0MG10jZJQ-ZiKwhOLrpImrYglE7-f7zrlyI6hRA4Aknu5V3uXQCYv3edL5QCyMyncjc1b7hRqceFyahN6CEAhmkG77eDkM4lic3jWTTPEwyND31HZZNXXkgiHWUJFPxYNK43ty2m2Ed36EScarao_IBvA4M9
HU2mn7JJgnox9YEk2gT_qCKfSycga7LsHCxtujbZqPB2xkqYhNyMrJE81hGx0u4dEhW_
cm4HJvZyd9C8aaEtXLZyVoSxdg61QpqZXrauQCyuRapogXuJ5eIFnisSVYv42t_g2sYeQp
yeq4wAYGOe7bbAtDSgnLihe38Wlv
Freire, P. (1994). Pedagogy of hope: Reliving pedagogy of the oppressed. New York:
Continuum. Retrieved
from http://bethel.summon.serialssolutions.com/2.0.0/link/0/eLvHCXMwY2AwNtIz0EUrE
wyNgS2NVGOjRGCFaAKslJIMzNJSkgxTDYzSEtPME0HbnyOjTPyczdzdTb0RZyYl52Q
mA3voeiAavqoGPHIBbBiaWIL2IIObAft8fXWBZ_uCKzfDSyATQDo2TowvjGwxAUZglR3uAkysID2EwgxMKXmCYMu
SYYuqBBm4AqAXSNQKcIgEJCakpien16pkJmkJFfkCrKIOvmGuLsoQsyMB46yhIPc5KpkRgDbyJodXpeCXgXW4oEg0JyioFhqlmauaF
lqqVJokFaolkqsCNhkWqZYmRinJxqJMkght0wKVwS0gxckAMEQIMBMgysacDEmirLw
AZaB5aaAwAO7WWD
Freire, P. (2000). Pedagogy of the oppressed (30th anniversary ed.). New York: Continuum.
Retrieved
from http://bethel.summon.serialssolutions.com/2.0.0/link/0/eLvHCXMwdV27qsJAEB3kai
Hcwic-IT8Q0U2y2dTiAwSxsNFG9ikXxNzCxr93JiYqotWyLAxTLPM4nDkDELDR2H132

LCTrUignlsNpVAZUMERMTp5wkMRYuCZbc7cP1lC8W0eqpmaRPfxo79BGdD1ZNhlyI
GOts6npIsJ1mfFf-K7RCynqZ2iPm-wmLeZJr7RR3gRGYjL7kknkNfmioA4le27Q0uScYNGA6qZYK3BtQndjjTymx6uXOg-LNC_9zyir1rRgOJ9tp0ufLB9y-OVQBqzNvxKoq2fL9l4mmAx3kUWWZkIqwKJQuksFrFyqDH2Egkogvtz8Z63x76UL1PixNKMICyw19sh1Ahgpg9
3QDX52wE
Freire, P., & Macedo, D. (2016). Letters to Cristina: Reflections on my life and work. London:
Routledge, Taylor & Francis Group. (2016). Retrieved October 23, 2019, from INSERTMISSING-DATABASE-NAME.
Gambone, M. A., Yu, H. C., Lewis-Charp, H., Sipe, C. L., & Lacoe, J. (2006). Youth organizing,
identity-support, and youth development agencies as avenues for involvement. Journal of
Community Practice, 14(1-2), 235-253. doi:10.1300/J125v14n01_14
Gearing, R. E. (2004). Bracketing in research: A typology. Qualitative Health Research, 14(10),
1429-1452. doi:10.1177/1049732304270394
George, R. F. (2011). Critical pedagogy and social justice: The role of emotion and emotional
energy. In C. A. Rossatto (Ed.), Teaching for global community: Overcoming the divide and
conquer strategies of the oppressor. (pp. 267–280). Charlotte, NC: IAP Information Age
Publishing. Retrieved from https://search-ebscohostcom.ezproxy.bethel.edu/login.aspx?direct=true&db=psyh&AN=2011-14604018&site=ehost-live&scope=site
Ginwright, S., & Cammarota, J. (2002). New terrain in youth development: The promise of a
social justice approach. Social Justice, 29(4), 82-95.
133

Ginwright, S., & James, T. (2002). From assets to agents of change: Social justice, organizing,
and youth development. New Directions for Youth Development, 2002(96), 27–46.
https://doi-org.ezproxy.bethel.edu/10.1002/yd.25
Giroux, H. A. (2007). Utopian thinking in dangerous times: Critical pedagogy and the project of
educated hope. In Utopian pedagogy: radical experiments against neoliberal globalization,
Cote, M., Day, R., Peuter, G., (pp. 25-42) University of Toronto Press. Retrieved
from http://www.jstor.org/stable/10.3138/9781442685093.6
Gitlin, T. (1980). The whole world is watching. Berkeley, CA: University of California Press.
Godfrey, E. B. (2018). Interrogating the intersections: How intersectional perspectives can
inform developmental scholarship on critical consciousness. San Francisco, CA: Jossey
Bass.
Goldberg, M., & Harvey, J. (1983). A Nation at Risk: The Report of the National Commission
on Excellence in Education. The Phi Delta Kappan, 65(1), 14-18. Retrieved from
http://www.jstor.org/stable/20386898
Goodlad, J. I. (2004). A place called school (Special 20th anniversary ed.). New York: McGrawHill. Retrieved
from http://bethel.summon.serialssolutions.com/2.0.0/link/0/eLvHCXMwY2AwNtIz0EUrE
1IMjYxSgY05k1RT8yQzc8NEYMvcyCAtEdghMU00Ad_hFxll4uds5u5u6o04Myk5JzMZ2
EPXA9HwVTWgkQsTE3B_Clj0gg5sB-3x9daF9rmA9blgSn0bB0YH7RBHmQIUt3hJsjAAtpPIMTAlJonwiDqqABeBaWQDLrDJEWhGHwIpiiDrJ
triLOHLkhzPHREJR5mvaWRGANvImglel4JeMdaigSDgoVJYlpikqVJmklKqolxkmVSIjA
LJ1laJiVZgPpbppIMYtgNk8IlIc3ABVkvAur4yzCwpgETZqosAxtozVdqDgDFzV31
134

Gutierrez, L. M. (1995). Understanding the empowerment process: Does consciousness make a
difference? Social Work Research, 19(4), 229-237.
Habermas, J. (1996). Between facts and norms: Contributions to a discourse theory of law and
democracy. Boston: MIT Press.
Habermas, J. (1979). Communication and the evolution of society / Jürgen Habermas; translated
and with an introd. by Thomas McCarthy. (Beacon paperbacks; no. 572). Boston: Beacon
Press.
Habermas, J. (1987). The theory of communicative action: Lifeworld and system: A critique of
functionalist reason (vol. 2). Boston: Beacon.
Habermas, J. (1984). The theory of communicative action, Volume 1: Reason and the
rationalisation of society. (Trans: T. McCarthy).London: Heinemann Educational Books.
Hanson, E. J. (1994). Issues concerning the familiarity of researchers with the research
setting. Journal of Advanced Nursing, 20(5), 940-942.
Heath, S. B. (1978). Teacher talk: Language in the classroom. In ERIC Clearinghouse on
Languages, and Linguistics (Ed.), Arlington, Va.: Center for Applied Linguistics.
Hill Collins, P. (2000). Black feminist thought: Knowledge, consciousness, and the politics of
empowerment (Rev. 10th anniversary ed.). New York : Routledge. Retrieved from
ebrary http://site.ebrary.com/id/10054558 EBSCOhost SocINDEX with Full
Text http://search.ebscohost.com/login.aspx?direct=true&db=sih&jid=13JO&site=ehostlive EBSCOhost http://search.ebscohost.com/login.aspx?direct=true&scope=site&db=nlebk

135

&db=nlabk&AN=70795 Taylor &
Francis http://www.tandfebooks.com/isbn/9780203900055
hooks, b. (1994). Teaching to transgress: Education as the practice of freedom. New York:
Routledge. Retrieved
from http://bethel.summon.serialssolutions.com/2.0.0/link/0/eLvHCXMwdV3LqsIwEB1EX
QgufNziE_oDFdukTbMWHyC4cqMbaewMCOLddOHnm6nVFtFVGBKSEMKEczhzAiC
C2dz7yAlkx2ppglAkhAo1JiQNKiE0pWmc48bDUe4W0XodbkvPpPP1crYIfcbtW1WTMx
ehZKxgUy8btnON79YrqRWfQboq6s_1nC3VK0EclcY7r85qzN8q13nFykOz6kCdiw6UMNbj39ULtQXfXD2hezRzf7djBYHCj_wXS13C82Hs90KriY02vj98CBdsIa9luW17qlA3BJIEZGGJUaIyXFms3DEh2TT74
9MTUE5_tko18dY2g9vX-ZMphAg-yVxik0WS2G1wcbKW32
Horton, M., Freire, P., Bell, B., & Gaventa, J. (1990). We make the road by walking:
Conversations on education and social change. Philadelphia: Temple University Press.
Howe, C., & Abedin, M. (2013). Classroom dialogue: A systematic review across four decades
of research. Cambridge Journal of Education, 43(3), 325-356.
doi:10.1080/0305764X.2013.786024
Huber, J., & Form, W. H. (1973). Income and ideology. New York: Free Press.
Ikeda, E., Plaut, J., Mitchell, T., & Cotterman, K. (March 19, 2016). Transforming institutions:
Engagement, equity, and inclusion. Paper presented at the Diversity, Learning, and Student
Success: Shifting Paradigms and Challenging Mindsets, American Association of Colleges
and Universities. Retrieved
from https://www.aacu.org/sites/default/files/files/dlss16/CS28Presentation.pdf
136

Jones, A. H. (2019). Embodying Justice: Situating College Student Articulations of Social
Justice in Critical Consciousness. International Journal of Christianity & Education, 23(1),
49–68. Retrieved from https://search-ebscohostcom.ezproxy.bethel.edu/login.aspx?direct=true&db=eric&AN=EJ1206415&site=ehostlive&scope=site
Kahne, J., & Westheimer, J. (2003). Teaching democracy: What schools need to do. Phi Delta
Kappan, 85(1), 34-66.
Kirshner, B. (2009). Power in numbers: Youth organizing as a context for exploring civic
identity. Journal of Research on Adolescence (Wiley-Blackwell), 19(3), 414-440.
doi:10.1111/j.1532-7795.2009.00601.x
Kohli, R., Lin, Y., Ha, N., Jose, A., & Shini, C. (2019). A way of being: Women of color
educators and their ongoing commitments to critical consciousness. Teaching & Teacher
Education, 82, 24-32. doi:10.1016/j.tate.2019.03.005
Kozan, S., Blustein, D. L., Barnett, M., Wong, C., Connors-Kellgren, A., Haley, J., & Wan, D.
(2017). Awakening, efficacy, and action: A qualitative inquiry of a social justice-infused,
science education program. Analyses of Social Issues & Public Policy, 17(1), 205-234.
doi:10.1111/asap.12136
Ladkin, D. (2005). ‘The enigma of subjectivity’ how might phenomenology help action
researchers negotiate the relationship between ‘self’,‘other’and ‘truth’? Action
Research, 3(1), 108-126.
Lincoln, Y. S., & Guba, E. G. (1985). Naturalistic inquiry&nbsp;. Beverly Hills, Calif.: Beverly
Hills, Calif. : Sage Publications.
137

Lloyd, A. S. (1972). Freire, conscientization, and adult education. Adult Education, 23(1), 3-20.
doi:10.1177/074171367202300101
Lopez, M. H., Levine, P., Both, D., Kiesa, A., Kirby, E., & Marcelo, K. (2006). Civic and
political health of the nation survey (CPHS) codebook. College Park, MD: Center for
Information and Research on Civic Learning and Engagement (CIRCLE).
Mann, D. (2006). Structural idealism: A theory of social and historical explanation. Waterloo,
CA: Wilfrid Laurier University Press. Retrieved
from http://site.ebrary.com/lib/betheluniversity/docDetail.action?docID=10135343&ppg=1
Marger, M. N. (2008). Social inequality: Patterns and processes (4th ed.). New York, NY:
McGraw-Hill.
Marshall, C., & Rossman, G. B. (2016). Designing qualitative research (Sixth edition ed.). Los
Angeles ; London ; New Delhi ; Singapore ; Washington DC ; Boston: SAGE.
Marx, K. (1983). Critique of the Gotha Program (1875). The Marx-Engels Reader, 2.
Merriam, S. B. (2009). Qualitative research (Rev. and expanded ed. ed.). San Francisco: JosseyBass.
McGirr, S. A., & Sullivan, C. M. (2017). Critical consciousness raising as an element of
empowering practice with survivors of domestic violence. Journal of Social Service
Research, 43(2), 156-168. doi:10.1080/01488376.2016.1212777
McLaren, P. (1989). Life in schools: An introduction to critical pedagogy in the foundations of
education. New York: Longman. Retrieved
from
138

CI-GTXB_QPVNI2adKz-ABFPHjRi9QmgYL04l7239Mtu0u4p5CCExCGDIPvu8LQBQumP_0JqiEGas5s8GNJItuWgfMKqzqBONZ4joZ5ws_L
OPNRuxNZOye55hhb6gsUbVuM5Fgpl_RCRyEmwnju_Or9wIc34sQljtthizuBBKOqYqxkMVoxeX
2jv1HF9k2uRPbFn34I34Bn1omGJAnyiXgIsBtI_VNwNfQjuc2u8vPAeTjbzMYL5enVabn2ydy2bMNfqxCocQycl8Hrx6Uhuh08vACThlJzkUmubKR0qgMr8c50bKRMPmD82tjkv4UptH_AUNQrmEHToibObQIJmbu33p-bCM
McLaren, P. (1993). Schooling as a ritual performance: Towards a political economy of
educational symbols and gestures (2nd ed.). New York; London: Routledge. Retrieved
from http://bethel.summon.serialssolutions.com/2.0.0/link/0/eLvHCXMwdV3LCsIwEFxEP
QgefOIT4gdU2pik7Vl8gODJi14kaVoQigjq_7tbqxbRUwiBJYewk11mZgFmfOo6XznB49
YimpuYR7NIBgZBwgu09ExoRSJCEifvD2I7V6uV3Hw8k6L0FGGFPqX1zarJOheIOqFPq
ZcM20nju3FyvTlimpIFb51sj9BRpiAF7Fg2oEx6giaU4nOLhiTnhIo2TJ4OmIgdTFZZlim33XKLh8qfwfGy8VuvnYo6DHvtBxf13J5FqaGOrnW6Zksz1gXBmJvzGtAkGztH3jcd_4gTYy0cIqtw_d38EG_w6GUHvS76ghMIJKgg
82HkOVuGBx-gA47mbu
McWhirter, E. H., & McWhirter, B. T. (2016). Critical consciousness and vocational
development among Latina/o high school youth: Initial development and testing of a
measure. Journal of Career Assessment, 24(3), 543-558. doi:10.1177/1069072715599535
Merriam, S. B. (1988). Case study research in education : A qualitative approach / sharan B.
merriam (1st ed. ed.). San Francisco: San Francisco : Jossey-Bass.

139

Merriam, S. B. (2009). Qualitative research (Rev. and expanded ed. ed.). San Francisco: JosseyBass.
Mills, C. W. (1959). The sociological imagination. New York: Oxford University Press.
Mission, vision, and values. (2019). Bethel University, St. Paul, MN. Retrieved
from https://www.bethel.edu/about/mission-vision
Moyer, D. H. (1948). The liberal arts as vocational education. The Journal of Higher Education,
19(8), 404-412. doi:10.2307/1977109
Mustakova-Possardt, E. (2004). Education for critical moral consciousness. Journal of Moral
Education, 33(3), 245-269.
Mutz, D. C. (2018). Status threat, not economic hardship, explains the
2016 presidential
vote. http://www.pnas.org/content/suppl/2018/04/18/1718155115.DCSupplemental:
Proceedings of the National Academy of Sciences of the United States of America.
Retrieved from http://www.pnas.org/content/pnas/early/2018/04/18/1718155115.full.pdf
O'Connor, C. (1997). Dispositions toward (collective) struggle and educational resilience in the
inner city: A case analysis of six African-American high school students. American
Educational Research Journal, 34(4), 593-629. doi:10.2307/1163351
Ongeri, J. D. (2017). Instruction of economics at higher education: A literature review of the
unchanging method of “talk and chalk”. International Journal of Management Education
(Elsevier Science), 15(2), 30-35. doi:10.1016/j.ijme.2017.03.001

140

Pancer, S. M., Pratt, M., Hunsberger, B., & Alisat, S. (2007). Community and political
involvement in adolescence: What distinguishes the activists from the uninvolved? Journal
of Community Psychology, 35(6), 741-759. doi:10.1002/jcop.20176
Paterson, B., & Groening, M. (1996). Teacher‐induced counter‐transference in clinical
teaching. Journal of Advanced Nursing, 23(6), 1121-1126.
Patton, M. Q. (2002). Qualitative evaluation and research methods (2. ed. ed.). Thousands Oaks,
CA.: Sage.
Peterson, N. A., Hamme, C. L., & Speer, P. W. (2002). Cognitive empowerment of African
Americans and Caucasians: Differences in understandings of power, political functioning,
and shaping ideology. Journal of Black Studies, 32(3), 336-351.
Pratto, F., Sidanius, J., Stallworth, L. M., & Malle, B. F. (1994). Social dominance orientation: A
personality variable predicting social and political attitudes. Journal of Personality and
Social Psychology, 67(4), 741-763. doi:10.1037/0022-3514.67.4.741
Prilleltensky, I. (2012). Wellness as fairness. American Journal of Community
Psychology, 49(1), 1-21. doi:10.1007/s10464-011-9448-8
Ripple, W. J., Wolf, C., Newsome, T. M., Galetti, M., Alamgir, M., Crist, E., . . . & et al. (2017).
15, 364 scientist signatories from 184 countries. World scientists’ warning to humanity: A
second notice. Bioscience, 67(12), 1026-1028.
Roberts-DeGennaro, M., & Fogel, S. J. (2011). Using evidence to inform practice for community
and organizational change. Chicago, Ill: Lyceum Books. Retrieved
from http://bethel.summon.serialssolutions.com/2.0.0/link/0/eLvHCXMwdZ1LawIxEIAHq
141

R6EHpQqta0wf2DFjckzlK1CD15sRfJYxaERS976b93xl0fSAuBEAJJCGEmM5lvAjBTk2n0IBNMIJW4qdUzKlK
XZyENwfpUBzKUuljg5O2P_p4ny6VZ33ImXLv2UKfSH2NqhHPhVZxwpcRFr2SsF0Y33Uk2Bab55p1nmly61zbGUtcGeROdyx68CQ8
QR9adHiBr_MTPVLzlydWR6xTl-IFV0JuoaxjeoX2dDH4x0vaUusWd0BjBefm_kqkgl3jRdmd1myUUN4thK9fqjOlFt4BbS8DTEFZ5A7BttC-8KZb3LdO7iPBvB8O_B3v7reIdu7f2U8gHtgg8zjaEjcWJUngDyYnTi
Rossman, G. B., & Rallis, S. F. (2011). Learning in the field: An introduction to qualitative
research. Thousand Oaks: Sage.
Roth, M. S. (2013). Pragmatic liberal education. New Literary History, 44(4), 521-538.
doi:10.1353/nlh.2013.0034
Roy, A. L., Raver, C. C., Masucci, M. D., & DeJoseph, M. (2019). 'If they focus on giving us a
chance in life we can actually do something in this world': Poverty, inequality, and youths’
critical consciousness. Developmental Psychology, 55(3), 550-561.
doi:10.1037/dev0000586
Saez, E., & Zucman, G. (2016). Wealth inequality in the united states since 1913: Evidence from
capitalized income tax data. Quarterly Journal of Economics, 131(2), 519-578.
doi:10.1093/qje/qjw004
Sagawa, S., Halperin, S., National Women’s Law Center, W. D., & American Youth Policy
Forum, W. D. (1993). Visions of Service: The Future of the National and Community
Service Act. Retrieved from https://search-ebscohost-

142

com.ezproxy.bethel.edu/login.aspx?direct=true&db=eric&AN=ED353453&site=ehostlive&scope=site
Saltmarsh, J. A., & Hartley, M. (2011). "To serve a larger purpose": Engagement for democracy
and the transformation of higher education. Philadelphia : Temple University Press,.
Retrieved from
ebrary http://site.ebrary.com/id/10471937 EBSCOhost http://search.ebscohost.com/login.asp
x?direct=true&scope=site&db=nlebk&db=nlabk&AN=351684 MyiLibrary http://www.myil
ibrary.com?id=353199 JSTOR http://www.jstor.org/stable/10.2307/j.ctt14bt6rz Table of
contents http://www.myilibrary.com?id=353199&ref=toc Ebook
Library http://public.eblib.com/choice/publicfullrecord.aspx?p=692509 Project
MUSE http://muse.jhu.edu/books/9781439905081/
Sardabi, N., Biria, R., & Golestan, A. A. (2018). Reshaping teacher professional identity through
critical pedagogy-informed teacher education. International Journal of Instruction, 11(3),
617-634. Retrieved
from http://ezproxy.bethel.edu/login?url=https://search.ebscohost.com/login.aspx?direct=tru
e&db=eric&AN=EJ1183356&site=ehost-live&scope=site
Schaffer, H. R. (2006). Key concepts in developmental psychology. Thousand Oaks, CA: Sage
Publications Ltd. doi:10.4135/9781446278826 Retrieved
from http://ezproxy.bethel.edu/login?url=http://search.ebscohost.com/login.aspx?direct=true
&db=psyh&AN=2007-01066-000&site=ehost-live&scope=site

143

Seider, S., Tamerat, J., Clark, S., & Soutter, M. (2017). Investigating adolescents’ critical
consciousness development through a character framework. Journal of Youth and
Adolescence, 46(6), 1162-1178. doi:10.1007/s10964-017-0641-4
Serrano, M. M., O’Brien, M., Roberts, K., & Whyte, D. (2018). Critical Pedagogy and
assessment in higher education: The ideal of ‘authenticity’ in learning. Active Learning in
Higher Education, 19(1), 9–21. https://doi.org/10.1177/1469787417723244
Sieber, J., & Tolich, M. (2013). Planning ethically responsible research / Joan E. Sieber, Martin
B. Tolich. (2nd ed., Applied social research methods series ; v. 31). Thousand Oaks, Calif.:
SAGE Publications.
Shin, R. Q. (2015). The application of critical consciousness and intersectionality as tools for
decolonizing racial/ethnic identity development models in the fields of counseling and
psychology. In R. D. Goodman, P. C. Gorski, R. D. Goodman, & P. C. Gorski (Eds.), (pp.
11-22). New York, NY, US: Springer Science + Business Media. doi:10.1007/978-1-49391283-4_2 Retrieved
from http://ezproxy.bethel.edu/login?url=http://search.ebscohost.com/login.aspx?direct=true
&db=psyh&AN=2014-50149-002&site=ehost-live&scope=site
Shin, R. Q., Ezeofor, I., Smith, L. C., Welch, J. C., & Goodrich, K. M. (2016). The development
and validation of the contemporary critical consciousness measure. Journal of Counseling
Psychology, 63(2), 210-223. doi:10.1037/cou0000137
Shin, R. Q., Rogers, J., Stanciu, A., Silas, M., Brown-Smythe, C., & Austin, B. (2010).
Advancing social justice in urban schools through the implementation of transformative
groups for youth of color. Journal for Specialists in Group Work, 35(3), 230-235.
144

Shor, I. (1992). Empowering education: Critical teaching for social change. Chicago: University
of Chicago Press. Retrieved
from http://bethel.summon.serialssolutions.com/2.0.0/link/0/eLvHCXMwdV1LawIxEB7Eei
h40Kr4BP_ASjaPTfasq4LQUy_tZclmEyhY8dD_T2fc3WqLnkIS8jiEfDPDN98ACL5i0b8_
QcbSFTLlWqlEl9Jy6w3XLiSmSAt24cuf8jXdbLbqcNVM8kdPx166Ctqf1k1VeSCdKgob48E2ynH9xBdQyvC4HmMfDA0LtAeR6P
lpqNFLbzTTLK_fU2VVujEmgJ9gzfbHrQpB6EPLX96ocLKNQljAIPs60x1zRBwlr4ZHsJi
m72t9xFtl9cBmby5Pecj6Foisp-Lwlv5RiWKqBR45VgTqOnhmicGlvaOFgeB4QZM4HR_c0mMKTb5udKpSLPNkKlCFD
TRwtm8FxxTymeMIengO_dL6BDVDJ__AEbInNS
Sieber, J. E. (2013). In Tolich M. (Ed.), Planning ethically responsible research / joan E. sieber,
martin B. tolich (2nd ed. ed.). Thousand Oaks, Calif.: Thousand Oaks, Calif. : SAGE
Publications.
Simpson, A. (2016). Designing pedagogic strategies for dialogic learning in higher
education. Technology, Pedagogy and Education, 25(2), 135-151.
doi:10.1080/1475939X.2015.1038580
Smith, D. E. (Ed.). (2006). Institutional ethnography as practice. Lanham, Md. [u.a.]: Rowman
& Littlefield.
Smith, W. A., "Conscientizacao : an operational definition." (1975). Doctoral Dissertations 1896
- February 2014. 3092.
https://scholarworks.umass.edu/dissertations_1/3092

145

Sørensen, M. J., & Vinthagen, S. (2012). Nonviolent resistance and culture. Peace &
Change, 37(3), 444-470. doi:10.1111/j.1468-0130.2012.00758.x
Spanierman, L. B., Todd, N. R., & Anderson, C. J. (2009). Psychosocial costs of racism to
whites: Understanding patterns among university students. Journal of Counseling
Psychology, 56(2), 239-252.
Speer, P.W., Peterson, N.A., Zippay, A., & Christens, B.D. (2010). Participation in
Congregation-Based Organizing A Mixed-Method Study of Civic Engagement. Retrieved
from https://www.semanticscholar.org/paper/Participation-in-Congregation-BasedOrganizing-A-of-Paul-Speer/89584b60c3f90fb3b1e1c530c632a23a5c0f8a00
Speer, P. W., & Peterson, N. A. (2000). Psychometric properties of an empowerment scale:
Testing cognitive, emotional, behavioral domains. Social Work Research, 24(2), 109.
Sutherland, J. (2015). Going ‘meta’: Using a metadiscoursal approach to develop secondary
students’ dialogic talk in small groups. Research Papers in Education, 30(1), 44-69.
doi:10.1080/02671522.2013.850528
Stringer, E. (2014). Action research / Ernest T. Stringer, Curtin University of
Technology. (Fourth ed.). Thousand Oaks, California: SAGE.
Syed, M. (2010). Disciplinarity and methodology in intersectionality theory and
research. American Psychologist, 65(1), 61-62. doi:10.1037/a0017495
Thalhammer, K., O'Loughlin, P., Glazer, M., McFarland, P., Stoltzfus, S., & Shepela, N.
(2007). Courageous Resistance : The Power of Ordinary People. (1st ed.). New York, N.Y.:
Palgrave Macmillan.
146

Thomas, A. J., Barrie, R., Brunner, J., Clawson, A., Hewitt, A., Jeremie-Brink, G., & RoweJohnson, M. (2014). Assessing critical consciousness in youth and young adults. Journal of
Research on Adolescence (Wiley-Blackwell), 24(3), 485-496. doi:10.1111/jora.12132
Thomas, N. L. (May 31, 2019). Increasing student political learning and participation in
democracy. Lecture presented at the Midwest Campus Compact Conference
Tufford, L., & Newman, P. (2012). Bracketing in qualitative research. Qualitative Social
Work, 11(1), 80-96. doi:10.1177/1473325010368316
Voorheis, J., McCarty, N., & Shor, B. (2015). Unequal Incomes, Ideology and Gridlock: How
Rising Inequality Increases Political Polarization. Available at
SSRN: https://ssrn.com/abstract=2649215 or http://dx.doi.org/10.2139/ssrn.2649215
Wallin-Ruschman, J. (2018). "I thought it was just knowledge but it's definitely a lot of guts":
Exploring emotional and relational dimensions of critical consciousness
development. Urban Review: Issues and Ideas in Public Education, 50(1), 3-22. Retrieved
from http://ezproxy.bethel.edu/login?url=https://search.ebscohost.com/login.aspx?direct=tru
e&db=eric&AN=EJ1171525&site=ehost-live&scope=site http://dx.doi.org/10.1007/s11256017-0427-8
Wallin-Ruschman, J., Patka, M., & Murry, A. T. (2018). The role of sense of community and
individual differences on critical consciousness in Iran. Community Psychology in Global
Perspective, 4(1), 42–65. Retrieved from https://search-ebscohostcom.ezproxy.bethel.edu/login.aspx?direct=true&db=psyh&AN=2018-31145003&site=ehost-live&scope=site

147

Warner, L. R. (2008). A best practices guide to intersectional approaches in psychological
research. Sex Roles, 59(5-6), 454-463.
Warren, M. R., Mira, M., & Nikundiwe, T. (2008). Youth organizing: From youth development
to school reform. New Directions for Youth Development, 2008(117), 27-42.
doi:10.1002/yd.245
Watts, J. (2018, October 8,). We have 12 years to limit climate change catastrophe, warns UN.
Retrieved from https://www.theguardian.com/environment/2018/oct/08/global-warmingmust-not-exceed-15c-warns-landmark-un-report
Watts, R. J., Diemer, M. A., & Voight, A. M. (2011). Critical consciousness: Current status and
future directions. New Directions for Child & Adolescent Development, 2011(134), 43-57.
doi:10.1002/cd.310
Watts, R. J., & Flanagan, C. (2007). Pushing the envelope on youth civic engagement: A
developmental and liberation psychology perspective. Journal of Community
Psychology, 35(6), 779-792.
Watts, R. J., Griffith, D. M., & Abdul-Adil, J. (1999). Sociopolitical development as an antidote
for oppression—theory and action. American Journal of Community Psychology, 27(2),
255-271. doi:1022839818873
Weis, L. K. H. (2013). Exploration of critical consciousness and its relationship to teaching
perspectives and attitudes. Dissertation Abstracts International Section A: Humanities and
Social Sciences. ProQuest Information & Learning. Retrieved from https://search-ebscohost-

148

com.ezproxy.bethel.edu/login.aspx?direct=true&db=psyh&AN=2013-99070046&site=ehost-live&scope=site
West, C. (2008). Hope on a tightrope: Words and wisdom. Carsbad: Hay House. Retrieved from
https://ebookcentral.proquest.com/lib/[SITE_ID]/detail.action?docID=988670
Woodworth, J. L. (2019). Characteristics of postsecondary faculty. National Center for
Education Statistics. Retrieved from https://nces.ed.gov/programs/coe/indicator_csc.asp
Williams, T., Roey, S., Smith, C., Moore, D., Kastberg, D., & Fowler, J. (2002). The 1999 IEA
civic education study united states user's guide. Washington, DC: National Center for
Education Statistics.
Yin, R. K. (2014). Case study research: Design and methods (Fifth edition.). Thousand Oaks,
CA: SAGE.
Yoes, S. (2008, Dec 11). Interview with Cornel West: 'Hope on A tight rope'. Sun
Reporter, Retrieved from https://search.proquest.com/docview/367026773
Yusop, F. D., & Correia, A. (2014). On becoming a civic-minded instructional designer: An
ethnographic study of an instructional design experience. British Journal of Educational
Technology, 45(5), 782-792.
Zembylas, M. (2012). Pedagogies of strategic empathy: Navigating through the emotional
complexities of anti-racism in higher education. Teaching in Higher Education, 17(2), 113125.

149

Zembylas, M., Bozalek, V., & Shefer, T. (2014). Tronto's notion of privileged irresponsibility
and the reconceptualisation of care: Implications for critical pedagogies of emotion in higher
education. Gender & Education, 26(3), 200-214. doi:10.1080/09540253.2014.901718
Zimmerman, M. A., Ramrez-Valles, J., & Maton, K. I. (1999). Resilience among urban African
american male adolescents: A study of the protective effects of sociopolitical control on
their mental health. American Journal of Community Psychology, 27(6), 733-751.
doi:1022205008237
Zimmerman, M. A., & Zahniser, J. H. (1991). Refinements of sphere-specific measures of
perceived control: Development of a sociopolitical control scale. Journal of Community
Psychology, 19(2), 189-204. doi:AID-JCOP2290190210>3.0.CO;2-6
Bibliography
Alexander, M. (2007). Determinants of social capital: New evidence on religion, diversity and
structural change. British Journal of Political Science, 37(2), 368-377.
Alhadeff-Jones, M. (2013). Complexity, methodology and method: Crafting a critical process of
research. Complicity, 10(1/2), 19-44.
Antonaros, M., Barnhardt, C., Holsapple, M., Moronski, K., Vergoth, V., & Association of
American Colleges, and Universities. (2008). Should colleges focus more on personal and
social responsibility? Initial findings from campus surveys conducted for the Association of
American Colleges and Universities as part of its initiative, core commitments: Educating
students for personal and social responsibility. Association of American Colleges and
Universities. Retrieved

150

from http://ezproxy.bethel.edu/login?url=http://search.ebscohost.com/login.aspx?direct=true
&db=eric&AN=ED501068&site=ehost-live&scope=site
Ayers, W., Hunt, J. A., & Quinn, T. (1998). Teaching for social justice. A democracy and
education reader. Retrieved
from http://ezproxy.bethel.edu/login?url=http://search.ebscohost.com/login.aspx?direct=true
&db=eric&AN=ED423331&site=ehost-live&scope=site
Bassey, M. O. (2010). Educating for the real world: An illustration of John Dewey's principles of
continuity and interaction. Educational Studies, 36(1), 13-20.
Berry, J. W. (1990). Imposed etics, emics, and derived etics: Their conceptual and operational
status in cross-cultural psychology. Thousand Oaks, CA, US: Sage Publications, Inc.
Bettez, S. C., & Hytten, K. (2013). Community building in social justice work: A critical
approach. Educational Studies: Journal of the American Educational Studies
Association, 49(1), 45-66.
Boyles, D. (2018). From transmission to transaction: John Dewey’s imaginative vision of
teaching. Education 3-13, 46(4), 393-401. doi:10.1080/03004279.2018.1445473
Boyte, H. C., & Foundation, K. (2009). Civic agency and the cult of the expert: A study for the
Kettering Foundation. Kettering Foundation. Retrieved
from http://ezproxy.bethel.edu/login?url=http://search.ebscohost.com/login.aspx?direct=true
&db=eric&AN=ED510128&site=ehost-live&scope=site
Brehm, C. (2004). They Don’t Need It Anymore: Affirmative Action, Intolerance, Stereotypes,
and Diversity Courses in Higher Education. Conference Papers -- Midwestern Political
151

Science Association, N.PAG. Retrieved from https://search-ebscohostcom.ezproxy.bethel.edu/login.aspx?direct=true&db=keh&AN=16054254&site=ehostlive&scope=site
Brook, E. (2012). What if?: Critical thinking in research and writing. Issues in Writing, 19(1),
41-59.
Cain, R. (2012). Courageous learning about race, self, community, and social action. Adult
Learning, 23(4), 201-205.
Campbell, C., & MacPhail, C. (2002). Peer education, gender and the development of critical
consciousness: Participatory HIV prevention by South African youth. Social Science &
Medicine, 55(2), 331.
Carbine, R. P. (2010). Erotic education: Elaborating a feminist and faith-based pedagogy for
experiential learning in religious studies. Teaching Theology & Religion, 13(4), 320-338.
Carter, R. T., Helms, J. E., & Juby, H. L. (2004). The relationship between racism and racial
identity for White Americans: A profile analysis. Journal of Multicultural Counseling and
Development, 32(1), 2.
Cipolle, S. B. (2010). Service-learning and social justice: Engaging students in social change.
Lanham, Md.: Rowman & Littlefield Publishers. Retrieved from Table of
Contents http://bvbr.bibbvb.de:8991/F?func=service&doc_library=BVB01&doc_number=020218635&line_number
=0001&func_code=DB_RECORDS&service_type=MEDIA

152

Clarke, M., & Drudy, S. (2006). Teaching for diversity, social justice and global
awareness. European Journal of Teacher Education, 29(3), 371-386.
doi:10.1080/02619760600795239
Cleveland, C. (2013). Disunity in Christ: Uncovering the hidden forces that keep us apart.
Downers Grove: InterVarsity Press. Retrieved
from https://ebookcentral.proquest.com/lib/[SITE_ID]/detail.action?docID=2009902
Cohen, B. D., Tokunaga, T., Colvin, D. J., Mac, J., Martinez, J. S., Leets, C., & Lee, D. H.
(2013). When the social justice learning curve isn't as steep: How a social foundations
course changed the conversation. Educational Studies: Journal of the American Educational
Studies Association, 49(3), 263-284.
Cramer, E. P., Ryosho, N., & Nguyen, P. V. (2012). Using experiential exercises to teach about
diversity, oppression, and social justice. Journal of Teaching in Social Work, 32(1), 1-13.
Critical theory research. (2010). Encyclopedia of Curriculum Studies. Thousands Oaks: Sage
Publications. Retrieved
from http://ezproxy.bethel.edu/login?url=http://literati.credoreference.com/content/entry/sag
ecurriculum/critical_theory_research/0
Denson, N. (2009). Do curricular and cocurricular diversity activities influence racial bias? A
meta-analysis. Review of Educational Research, 79(2), 805-838.
Denzin, N. K., & Lincoln, Y. S. (2005). The SAGE handbook of qualitative research (3rd ed.
ed.). Thousand Oaks : Sage Publications,. Retrieved from Table of
contents http://catdir.loc.gov/catdir/toc/ecip053/2004026085.html

153

Fisher, A. T. (2011). Creating an articulate classroom: Examining pre-service teachers'
experiences of talk. Language & Education: An International Journal, 25(1), 33-47.
doi:10.1080/09500782.2010.519775
Frandy, T. (2013). Revitalization, radicalization, and reconstructed meanings: The Folklore of
Resistance during the Wisconsin Uprising. Western Folklore, 72(3–4), 368–391. Retrieved
from https://search-ebscohostcom.ezproxy.bethel.edu/login.aspx?direct=true&db=mzh&AN=2014972902&site=ehostlive&scope=site
Fuentes, R., Chanthongthip, L., & Rios, F. (2010). Teaching and learning social justice as an
"intellectual community" requirement: Pedagogical opportunities and student
understandings. Equity & Excellence in Education, 43(3), 357-374.
Garcia, M., Kosutic, I., McDowell, T., & Anderson, S. A. (2009). Raising critical consciousness
in family therapy supervision. Journal of Feminist Family Therapy: An International
Forum, 21(1), 18-38. doi:10.1080/08952830802683673
Harvey, L. (1990). Critical social research. London: Unwin Hyman.
Helms, J. E., & American, P. A. (2007). Some better practices for measuring racial and ethnic
identity constructs. Journal of Counseling Psychology, 54(3), 235-246.
Helms, J. E., Malone, L. T. S., Henze, K., Satiani, A., Perry, J., & Warren, A. (2003). First
annual diversity challenge: "How to survive teaching courses on race and culture." Journal
of Multicultural Counseling and Development, 31(1), 3-11.

154

Hughes, J. M., Bigler, R. S., & Levy, S. R. (2007). Consequences of learning about historical
racism among European American and African American children. Child
Development, 78(6), 1689-1705.
Jemal, A. (2017). Critical consciousness: A critique and critical analysis of the literature. The
Urban Review, 49(4), 602-626. doi:10.1007/s11256-017-0411-3
Kelman, H. C., & Hamilton, V. L. (1989). Crimes of obedience: Toward a social psychology of
authority and responsibility. London; New Haven: Yale University Press. Retrieved
from http://bethel.summon.serialssolutions.com/2.0.0/link/0/eLvHCXMwdV1LC8IwDA6DoIHn_ga7A9MtjV79Cw6QfDkRSjXTsQhh70_2MznYroqZTSNNC0TdN8XwGYv3Cdrz3BlyLUuZnvGLUQKo8lExIzbdxn7
gmXwMmHI-6WYZIE2zdnUlacMnNDX1D5yqopIxcE4IzDOjQ94yMQZ36ydSo7Mh4DyIXy8dZclrMqMGTbKeqE8eSf04TNZdaBDAoAc1fR5An_7V0lf7ktsXqVW50IZgrVf75cahrukzwJJW2rjCDqCEtPPtxLApsZg0SHYlRkIWcYCR6j4irCTEnBAkScwOi3sOm_hhm0H4lOFAeYQzM3dqotaFEKmC7uj8lh
6Q
Klenowski, V. (2009). Public education matters: Reclaiming public education for the common
good in a global era. Australian Educational Researcher (Australian Association for
Research in Education), 36(1), 1-25.
Leafgren, S. (2009). The magnificence of getting in trouble: Finding hope in classroom
disobedience and resistance. International Journal of Social Education, 24(1), 61-90.

155

Lewis, V. A. (2012), Social Energy and Racial Segregation in the University Context. Social
Science Quarterly, 93: 270-290. doi:10.1111/j.1540-6237.2008.00548.x
Manke, M. P. (1999). Liberatory education: Myles Horton’s "American" Model. Retrieved
from http://ezproxy.bethel.edu/login?url=http://search.ebscohost.com/login.aspx?direct=true
&db=eric&AN=ED434787&site=ehost-live&scope=site
Mansbridge, J., & Morris, A. (2001). Oppositional consciousness: The subjective roots of social
protest Retrieved
from http://bethel.summon.serialssolutions.com/2.0.0/link/0/eLvHCXMwXV09CwIxDC3u
LoLi6Bo9CPX1PnwThCcRNAtTXPjTf5_TA8HEbJkSobwXgLJizExHJ39wwRHSgyZU3QE2jCD
m6AJg3OG0rFbnkY8X3Dr0zh21xAHzZmJfPWPIbzvb_Y738AS6EJ59jIjCBE5KtonXGsJYC6Ek4VQ8QKmCbJBVPCoIGIsx
KmJGk0WtiHnVlTWySf38vBWd2bA2MJUhC95wkIi84P1XupUU2TjR9r1zi6
Mayhew, M. J., Grunwald, H. E., & Dey, E. L. (2005). Curriculum matters: Creating a positive
climate for diversity from the student perspective. Research in Higher Education, 46(4),
389-412. doi:10.1007/s11162-005-2967-0
McClintock, E. A. (2010). When does race matter? Race, sex, and dating at an elite
university. Journal of Marriage & Family, 72(1), 45-72. doi:10.1111/j.17413737.2009.00683.x
McFarland, S., & Mathews, M. (2005). Who cares about human rights? Political
Psychology, 26(3), 365-385. doi:10.1111/j.1467-9221.2005.00422.x

156

Meacham, J., & Gaff, J. G. (2006). Learning goals in mission statements: Implications for
educational leadership. Liberal Education, 92(1), 6-13.
Menon, S. T. (1999). Psychological empowerment: Definition, measurement, and
validation. Canadian Journal of Behavioural Science / Revue Canadienne Des Sciences Du
Comportement, 31(3), 161-164. doi:10.1037/h0087084
Midlarsky, E., Fagin Jones, S., & Corley, R. P. (2005). Personality correlates of heroic rescue
during the Holocaust. Journal of Personality, 73(4), 907-934. doi:10.1111/j.14676494.2005.00333.x
Munin, A., & Speight, S. L. (2010). Factors influencing the ally development of college
students. Equity & Excellence in Education, 43(2), 249-264.
doi:10.1080/10665681003704337
Nelson, M. (2010, January 1). Assessing the Impact of Diversity Courses on Students’ Values,
Attitudes and Beliefs. ProQuest LLC. ProQuest LLC. Retrieved from https://searchebscohostcom.ezproxy.bethel.edu/login.aspx?direct=true&db=eric&AN=ED524876&site=ehostlive&scope=site
Rogers, J., Mediratta, K., & Shah, S. (2012). Building power, learning democracy: Youth
organizing as a site of civic development. Review of Research in Education, 36(1), 43-66.
Ryan, A. (2012). Integrating experiential and academic learning in teacher preparation for
development education. Irish Educational Studies, 31(1), 35-50.

157

Sears, S. D., & Tu, D. L. (2017). The Esther Madriz Diversity Scholars: A case study of critical
consciousness development within a living-learning community. Journal of College &
University Student Housing, 43(3), p54-67.
Seider, S., Graves, D., El-Amin, A., Soutter, M., Tamerat, J., Jennett, P., . . . & Johannsen, J.
(2018). Developing sociopolitical consciousness of race and social class inequality in
adolescents attending progressive and no excuses urban secondary schools. Applied
Developmental Science, 22(3), 169-187. doi:10.1080/10888691.2016.1254557
Shaw, L. L., Batson, C. D., & Todd, R. M. (1994). Empathy avoidance: Forestalling feeling for
another in order to escape the motivational consequences. Journal of Personality and Social
Psychology, 67(5), 879-887. doi:10.1037/0022-3514.67.5.879
Simpson, J. M., & Elias, V. L. (2011). Choices and chances: The sociology role-playing game-the sociological imagination in practice. Teaching Sociology, 39(1), 42-56.
Staub, E. (1974). Helping a distressed person: Social, personality, and stimulus
determinants. Advances in Experimental Social Psychology, 7(c), 293; 29-341; 341.
Streets, B. F. (2011). How deep is your commitment? Crossing borders via cultural
immersion. Issues in Teacher Education, 20(2), 67-79.
Taylor, D. L. (2013). Culturally relevant pedagogy and behaviors: A study of faculty beliefs at
six Christian postsecondary institutions. Christian Higher Education, 12(1-2), 51-73.
Tharp, D. S. (2012). Perspectives: A language for social justice. Change: The Magazine of
Higher Learning, 44(3), 21-23.

158

Warren, K. (2005). A path worth taking: The development of social justice in outdoor
experiential education. Equity and Excellence in Education, 38(1), 89-99.
Watson, S. L., & Watson, W. R. (2011). Critical, emancipatory, and pluralistic research for
education: A review of critical systems theory. Journal of Thought, 46(3/4), 6-77,104.

159

Appendix A:
Informed Consent Form
You are invited to participate in a study of how college students grow in their critical
consciousness. I hope to answer the following questions with this research; what are the key
factors that help students develop critical consciousness (cc)? What characteristics of the
university helps foster the development of cc in students? Are there specific co-curricular
programs/ classes at the university that help students develop in cc? What kinds of
opportunities at the university help students develop in cc? How does current pedagogy foster
cc development? You were selected as a possible participant in this study because you are a
current CAS student at Bethel. This research is part of the requirements for completion of
Doctorate in Higher Education Leadership.
If you agree to participate in this study, you are not likely to experience any risk or unique
discomfort from answering this survey. You will not receive any payment or direct personal
benefit or reward from this research. All participants will need to complete this Informed
Consent Form (ICF) in order to get access to the online survey generated through qualtrics.
Once the online survey is complete, the researcher will utilize the data for statistical summaries
only for the purpose of this study. The survey will take approximately 5-10 minutes to complete.
Data will be printed and stored securely.
The purpose of this survey is to identify Bethel students who have developed in their critical
consciousness. Those with certain scores will be asked to be part of a focus group.
Any information obtained in connection with this study that can be identified with you will
remain confidential and will be disclosed only with your permission. In any written reports or
publications, no one will be identified or identifiable, and only aggregate data will be presented.
Your decision whether or not to participate will not affect your future relations with Bethel
University in any way. If you decide to participate, you are free to discontinue participation at
any time without affecting such relationships.
This research project has been reviewed and approved in accordance with Bethel’s Levels
of Review for Research with Humans. If you have any questions about the research and/or
research participants’ rights or wish to report a research-related injury, please call Tanden
Brekke at 612-205-4723.
You will be offered a copy of this form to keep.
______________________________________________________________________________
You are making a decision whether or not to participate. Your signature indicates that you have
read the information provided above and have decided to participate. You may withdraw at any
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time without prejudice after signing this form should you choose to discontinue participation in
this study.
___________________________________
__________________
Signature
Date
___________________________________
Signature of Investigator
Appendix B
CCS Items

Item adapted from

Citation

CivEd#BS4F1

(Williams et al., 2002)

CivED#BS4F3

(Williams et al., 2002)

CivED#BS4F5

(Williams et al., 2002)

CivED#BS4F6

(Williams et al., 2002)

Factor 1: “Critical Reflection:
Perceived Inequality”
1. Certain racial or ethnic groups have
fewer chances to get a good high school
education
2. Poor children have fewer chances to
get a good high school education
3. Certain racial or ethnic groups have
fewer chances to get good jobs
4. Women have fewer chances to get
good jobs
5. Poor people have fewer chances to get
good jobs
6. Certain racial or ethnic groups have
fewer chances to get ahead
7. Women have fewer chances to get
ahead
8. Poor people have fewer chances to get
ahead
Factor 2: “Critical Action: SocioPolitical Participation”
14. Participated in a civil rights group or
organization
15. Participated in a political party, club,
or organization
16. Wrote a letter to a school, community
newspaper, or publication about a social
or political issue

Written by
Matthew A. Diemer
MADICS Wave5 #482
and CivEd
MADICS Wave5 #500
and CivEd
MADICS Wave5 #500
and CivEd
MADICS, Wave 4#21

(Williams et al., 2002)
(Williams et al., 2002)
(Williams et al., 2002)

(Pratto, Sidanius,
Stallworth, & Malle, 1994)

YII#6
YII#17 and CivEd

(Pratto et al., 1994)
(Pancer, Pratt, Hunsberger,
& Alisat, 2007)
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17. Contacted a public official by phone,
mail, or email to tell him or her how you
felt about a social or political issue
18. Joined in a protest march, political
demonstration, or political meeting
19. Worked on a political campaign

YII#21

(Pancer et al., 2007)

YII#22 and CPHS#65

(Pancer et al., 2007)

YII#27

(Pancer et al., 2007)

YII#29

(Pancer et al., 2007)

CPHS#66 and
CPHS#67
CivEd#BSGAS07;
MADICS, Wave 5
#272

(Lopez et al., 2006)

SDO#6

(Pratto et al., 1994)

SDO#9

(Pratto et al., 1994)

SDO#10

(Pratto et al., 1994)

12. All groups should be given an equal
chance in life
13. We would have fewer problems if we
treated people more equally
Factor 4: “Critical Agency”

SDO#11

(Pratto et al., 1994)

SDO#14

(Pratto et al., 1994)

23. There are ways that I can contribute
to my community

MACC#2

(McWhirter & McWhirter,

24. I am motivated to fight against social
and economic inequality

MACC#3

25. It is important to fight against social
and inequality

MACC#4

26. I can make a difference in my
community

MACC#5

20. Participated in a discussion about a
social or political issue
21. Signed an email or written petition
about a social or political issue
22. Participated in a human rights, gay
rights, or women’s rights organization or
group
Factor 3: “Critical Reflection:
Egalitarianism”
9. It is a good thing that certain groups
are at the top and other groups are at the
bottom
10. It would be good if groups could be
equal
11. Group equality should be our ideal

(Williams et al., 2002)

2016)
(McWhirter & McWhirter,
2016)
(McWhirter & McWhirter,
2016)
(McWhirter & McWhirter,
2016)
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27. More effort is needed to end racism
and discrimination

MACC#7

28. In the future, I will participate in
activities or groups that struggle against
racism and discrimination

MACC#9

29. Q I have participated in
demonstrations or signed petitions about
justice issues

MACC#10

(McWhirter & McWhirter,
2016)
(McWhirter & McWhirter,
2016)
(McWhirter & McWhirter,
2016)

The following instructions will be used for questions 1-13:
Please respond to the following statements by circling how much you agree or disagree with
each statement. For each statement, choose “Strongly Disagree,” “Mostly Disagree,” “Slightly
Disagree,” “Slightly Agree,” “Mostly Agree,” or “Strongly Agree.”
Strongly
Disagree

Mostly
Disagree

Slightly
Disagree

Slightly
Agree

Mostly
Agree

Strongly
Agree

1

2

3

4

5

6

The following instructions will be used for questions 14-22:
Please respond to the following statements by circling how often you were involved in each
activity in the last year. For each statement, choose “Never did this,” “Once or twice last year,”
“Once every few months,” “At least once a month,” or “At least once a week.”
Never did this

Once or twice

Once every few

At least once a

At least once a

last year

months

month

week

2

3

4

5

1

The following instructions will be used for questions 23-29:
Please circle the response that fits best for you, using the following scale.
Strongly agree

Agree

Disagree

Strongly Disagree
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1

2

3

4

All of the questions will be positively scored except for items 9, 23-29. These items will
be reversed scored.
These additional demographic questions will be asked:
First Name
Text box
Last Name
Text box
Student ID #
Text box
Please identify your gender.
☐ Female
☐ Male
☐ Non-binary/ third gender
☐ Prefer to self-describe _________________
Please identify the approximate social class of your family (based upon income and
lifestyle).
☐ Lower class
☐ Working-class
☐ Middle class
☐ Upper middle class
☐ Upper class
What is your race or origin? Mark one or more boxes AND print the specific race(s)
and/or origins(s).
☐ American Indian or Alaska Native- Print origin(s), for example, Navajo Nation,
Blackfeet Tribe, Mayan, Doyon, etc. FOLLOWED BY TEXT BOX
☐ Asian- Print origin(s), for example, Chinese, Filipino, Asian Indian, Vietnamese,
Korean, Japanese, etc. FOLLOWED BY TEXT BOX
☐ Black or African American- Print origin(s), for example, African American,
Jamaican, Haitian, Nigerian, Ethiopian, Ghanaian, etc. FOLLOWED BY TEXT BOX
☐ Hispanic, Latino, or Spanish origin- Print origin(s), for example, Mexican or Mexican
American, Puerto Rican, Cuban, Dominican, Salvadoran, Colombian, etc. FOLLOWED BY
TEXT BOX
☐ Native Hawaiian or Other Pacific Islander- Print origin(s), for example, Native
Hawaiian, Samoan, Tongan, Fijian, Marshallese, etc. FOLLOWED BY TEXT BOX
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☐ White- Print origin(s), for example, German, Irish, English, Italian, Lebanese,
Egyptian, etc. FOLLOWED BY TEXT BOX
☐ Some other race or origin- Print race(s) and/or origin(s). FOLLOWED BY TEXT
BOX
What is your age?
17-18 years
19-20 years
21-22 years
23-24 years
25-26 years
27 or over FOLLOWED BY A TEXT BOX
In what class or program are you enrolled in that asked you to take this survey?
FOLLOWED BY TEXT BOX

Appendix C
Informed Consent Form
You are invited to participate in a study of how college students grow in their critical
consciousness. I hope to answer the following questions with this research: what are the key
factors that help students develop in critical consciousness (CC)? What specific co-curricular
and curricular programs/ classes at the university help students develop in CC? What
influential relationships at the university help students develop in CC? What kinds of
transformative opportunities at the university help students develop in CC? How does
pedagogy foster CC? You were selected to be part of a group interview because you were one
of the top 12 highest scores in the previous survey that you filled out. This research is part of
the requirements for completion of Doctorate in Higher Education Leadership.
If you agree to participate in this study, you are not likely to experience any risk or unique
discomfort from answering this survey. All participants will need to complete this Informed
Consent Form (ICF) in order to participate in the focus group. The group interview will meet
twice for 1 ½ hours each time.
The purpose of this group interview is to get a better understanding of what has helped you
develop in your critical consciousness during your time at Bethel University. It is assumed that
you had grown in these areas before you came to Bethel, but this group interview wants to focus
particularly on how you have grown during your time at Bethel. The reason that we are using a
focus group approach is so that we can learn from each other’s experiences and as a result better
understand our own experiences. The goal today is not only for the research to understand how
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you have grown in your critical reflection, critical agency, and critical action but for you to also
better understand your own experience.
Any information obtained in connection with this study that can be identified with you will
remain confidential and will be disclosed only with your permission. In any written reports or
publications, no one will be identified or identifiable, and only aggregate data will be presented.
The group interviews will be recorded for the purposes of recording accurately what is said in the
focus groups. You can ask that the recording be turned off at any time. This data will be stored
securely for 10 years.
Your decision whether or not to participate will not affect your future relations with Bethel
University in any way. If you decide to participate, you are free to discontinue participation at
any time without affecting such relationships.
This research project has been reviewed and approved in accordance with Bethel’s Levels
of Review for Research with Humans. If you have any questions about the research and/or
research participants’ rights or wish to report a research-related injury, please call Tanden
Brekke at 612-205-4723.
You will be offered a copy of this form to keep.
______________________________________________________________________________
You are making a decision whether or not to participate. Your signature indicates that you have
read the information provided above and have decided to participate. You may withdraw at any
time without prejudice after signing this form should you choose to discontinue participation in
this study.
______________________________________
Signature

______________
Date

Signature of Investigator
Appendix D
This is the opening script that will be used to start the group interviews.
Hi everyone. Thanks so much for being a part of these group interviews. We’re
interested in how your critical consciousness developed while you were in college. We’re not
investigating options. We are interested in how your ideas are grouped in your individual
experiences. That means we want to talk about specific experiences you’d had, things that have
caught your interest, important relationships, classes, or co-curricular experiences that have all
shaped your critical consciousness. We’re interested in details that might seem unimportant to
you. And we’d like your stories. We’ve developed a series of preliminary questions that all of us
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will start out following, but we’ll also let the tone of the group determine where the questions
will go. (Bogdan & Biklen, 2007, p. 110)
Here are some guidelines that we are going to follow.
1. First, there are no right or wrong answers. We are interested in understanding your
perspectives.
2. Second, you shouldn’t feel that you have to agree with everyone else in this room if that is not
how you feel. There are six different people in this room, so we expect that people will have
different views. And it’s important that we learn about all of the views that are represented
here. But if you find yourself feeling upset about the talk, you can leave at any time.
3. Third, we want you to feel comfortable saying good things as well as critical things. We’re
not here to promote a particular way of thinking about critical consciousness.
4. Fourth, we ask that you talk one at a time so that we can be sure to hear everyone’s views and
get them recorded.
5. Fifth, when you say something, please say your name first so that the person transcribing the
recording will know who is talking. You can say, “This is Molly.” or, “This is Jennifer
speaking.” (Bogdan & Biklen, 2007, pp. 109-110)
Questions for 1st group meeting:
Questions about Critical Reflection*
1. How did your experiences in classes help or hinder your ability to understand
issues of oppression?
2. How did your experiences in extra-curricular activities (groups/ clubs) help or
hinder your ability to understand issues of oppression?
3. Did you have transformative experiences that helped your ability to understand
issues of oppression? If so, how would you describe those experiences?
4. Are there any other experiences or characteristics of the university that helped you
develop an understanding of oppression?
Questions about Critical Agency*
5. How did your experience in classes help or hinder your belief that you could do
something to address issues of oppression?
6. How did your experience with extra-curricular activities (groups/ clubs) help or
hinder your belief that you could do something to address issues of oppression?
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*Note: Additional follow-up questions were asked, as appropriate, with each
participant.
Questions for 2nd group meeting
Questions about Critical Agency*
1. Did you have any transformative experiences that developed your belief that you
could do something to address issues of oppression?
2. Are there any other experiences or characteristics of the university that developed
your belief that you could do something to address issues of oppression?
Questions about Critical Action*
3. How did your experience in classes help or hinder your ability to take action to
address issues of oppression?
4. How did your experience with extra-curricular activities (groups/ clubs) affect
your ability to take action to address issues of oppression?
5. Did you have any transformative experiences that developed your ability to take
action to address issues of oppression?
6. Are there any other experiences or characteristics of the university that developed
your ability to take action to address issues of oppression?
*Note: Additional follow-up questions were asked, as appropriate, with each
participant.
Appendix E
Data Ownership Agreement
Data Ownership.
All quantitative and qualitative data generated in the course of this research project shall be
owned by Principal Investigator –
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Tanden L. Brekke
EdD Candidate at Bethel University
3900 Bethel Dr.
St. Paul MN, 55112
612-205-4723
t-brekke@bethel.edu
___________________________________
Signature
___________________________________
Signature of Investigator

__________________
Date

Appendix F
Memo: STUDENT RECRUITMENT FOR DOCTORAL RESEARCH
Dear Educator:
I am inviting you to help recruit students to participate in my doctoral research.
The title of the research is How do students in a liberal arts institution develop a Critical
Consciousness: A Critical Social Research Study. The purpose of this study is to select students
enrolled in a liberal arts university with a certain level of critical consciousness (cc) and will
explore their experiences in developing a critical consciousness. The central research questions
that will drive this study are:
1. What are the key factors that help students develop critical consciousness?
2. What characteristics of the university helps foster the development of CC in students?
3. Are there specific co-curricular and curricular programs/ classes at the university that
help students develop in CC?
4. What kinds of opportunities at the university help students develop in CC?
5. How does current pedagogy foster CC development?
The objectives of the research are to understand the factors at a liberal arts instition that
contribute to students’ growth in CC. This information will provide insights for educators who
want to promote the development of cc in students.
The quantitative measurement scales, Critical Consciousness Scale (Diemer et al., 2017) and the
Measure of Adolescent Critical Consciousness (McWhirter & McWhirter, 2016), will be used to
identify students who have high scores in critical reflection, critical agency, and critical action
(the three components of critical consciousness).
What I am asking you to do is send out the invitation below to your students, inviting them to
take these two measurement scales. After you send out the student invitation it would be very
helpful in class if you could also encourage students to take a few minutes to complete the
survey.
For your reference here is a link to the measurement scales:
https://docs.google.com/document/d/1BftdpDlUC058ieEojtrRYuICiOYMb0L3nK_RGJosOSc/e
dit?usp=sharing
If you have any further questions about this work, you may contact me at: t-brekke@bethel.edu
I look forward to your help in this research.
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Thanks,
Tanden Brekke
This study has been reviewed for its adherence to ethical guidelines and certified by the
Institutional Review Board at Bethel University. If you wish to contact someone not associated
with this study to ask questions or raise concerns about your role in this study, please contact the
Chair of the IRB at Bethel University, Peter Jankowski at pjankows@bethel.edu

STUDENT INVITATION
Students,
My name is Tanden Brekke. I am a graduate student working on a Doctorate in Higher
Education Leadership. I am conducting research on the development of students’ critical
consciousness.
The purpose of this survey is to identify Bethel students who have developed in their critical
consciousness. Those with certain scores will be asked to be part of a focus group.
The online survey will take approximately 5-10 minutes to complete.
Any information obtained in connection with this study that can be identified with you will
remain confidential and will be disclosed only with your permission. In any written reports or
publications, no one will be identified or identifiable, and only aggregate data will be presented.
Your decision whether or not to participate will not affect your future relations with Bethel
University in any way. If you decide to participate, you are free to discontinue participation at
any time without affecting such relationships.
This research project has been reviewed and approved in accordance with Bethel’s Levels
of Review for Research with Humans.
If you have any questions about the research and/or research participants’ rights or wish to
report a research-related injury, please call Tanden Brekke at 612-205-4723.
To complete the survey click on this link
https://bethel.qualtrics.com/jfe/form/SV_4PGQAF3uAeKwWI5
Appendix G
In 2017 the Critical Consciousness Scale (CCS) (Diemer et al., 2017) was introduced.
The CCS was designed to measure participants’ consciousness of racial/ethnic, class, and gender
inequality. The scale was validated on a sample of 326 high school students. The entire sample
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consisted of, with more female (N = 178; 56.9%) than male participants (N = 135; 43.1%). Most
participants self-identified as Black/African American (N = 187; 63%) or as biracial or
multiracial (N = 73; 24.6%), while others self-identified as White (N = 23; 7.7%), Latino (N = 6;
2%), American Indian/Native American (N = 3; 1%), or as Asian/Asian American (N = 1; 0.3%).
This 22-item scale is comprised of two primary components - critical reflection and critical
action. The critical reflection component is made up of two subfactors - critical analysis of
perceived social inequality and egalitarianism, and the endorsement of social equality (Diemer et
al., 2017).
The CCS demonstrated high estimates of internal consistency. They demonstrated
Cronbach’s alpha estimates of .90 (Critical Reflection: Perceived Inequality), .88 (Critical
Reflection: Egalitarianism), and .85 (Critical Action: Sociopolitical Participation) (Diemer et al.,
2017). If the CCS is used in multiple contexts over a long period, it can provide unity and
advance critical consciousness research (Diemer et al., 2017). In the future, the CCS needs to be
used among a more diverse population. Affluent youth, older adolescents, emerging adults, and
other adults should use the CCS to test its reliability and validity (Diemer et al., 2017). Future
research is needed to measure critical consciousness of other forms of marginalization.
In 2016, the 10-item Measure of Adolescent Critical Consciousness (MACC) was
introduced (McWhirter & McWhirter, 2016). Data from study one was collected from a total of
476 questionnaires, completed by 137 males (29%) and 339 females, (71%) Latina/Latino
students, ranging in age from 14 to 19 years (M= 16.4, SD= 1.1). Data from study two was
collected from a total of 870 questionnaires completed by Latina/Latino students from 74
different high schools, ranging in age from 13 to 20 years (M = 16.3, SD = 1.26). Participants
completing the survey in English included 253 males (37%) and 427 females (63%); those
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completing the survey in Spanish included 58 males (30.5%) and 132 females (69.5%) students
(McWhirter & McWhirter, 2016). This scale measures two components of critical
consciousness: political efficacy/ agency, and the ability to engage in actions that address unjust
conditions.
It is important to note that there is a growing body of work that suggests that critical
agency is also a key factor of critical consciousness (Berg et al., 2009; Watts et al., 2011;
Zimmerman & Zahniser, 1991). This literature is saying that one’s motivation or perceived
capacity to effect change precedes actions taken to make a change. The MACC makes a unique
contribution by having one of its components of critical consciousness being critical agency.
The MACC reveals the importance that political efficacy/agency has in giving
individuals the confidence that their actions can make a difference. The items on the political
agency subscale look at one's moral concern with inequality, motivation to address it, and
perceived the ability to make a change (Diemer et al., 2015). Since motivation has been linked
to participation in social action (Diemer & Li, 2011), the MACC captures this important element
that is critical in the development of critical consciousness.
Future research with the MACC should look at the following three areas: how changes in
critical agency are affected by critical action, which kinds of interventions work best to develop
critical agency and at the long-term effects of critical agency related to people’s critical actions
(Diemer et al., 2015).
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Appendix H
Gender

#

Answer

%

Count

2

Female

65.70%

182

3

Male

33.57%

93

4

Non-binary/third gender

0.00%

0

6

Prefer to self-describe

0.72%

2

Total

100%

277

Social class of your family (based upon income and lifestyle)
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#

Answer

%

Count

1

Lower class

3.97%

11

2

Working-class

18.41%

51

3

Middle class

41.88%

116

4

Upper middle class

29.60%

82

5

Upper class

6.14%

17

Total

100%

277

174

Race

#
1
2

Answer
American Indian or Alaska Native - Print origin(s), for example, Navajo
Nation, Blackfeet Tribe, Mayan, Doyon, etc.
Asian - Print origin(s), for example, Chinese, Filipino, Asian Indian,
Vietnamese, Korean, Japanese, etc.
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% Count
0.00%

0

7.22%

20

3
4
5
6
7

Black or African American - Print origin(s), for example, African
4.69%
American, Jamaican, Haitian, Nigerian, Ethiopian, Ghanaian, etc.
Hispanic, Latino, or Spanish origin- Print origin(s), for example,
Mexican or Mexican American, Puerto Rican, Cuban, Dominican, 4.33%
Salvadoran, Colombian, etc.
Native Hawaiian or Other Pacific Islander - Print origin(s), for example,
0.36%
Native Hawaiian, Samoan, Tongan, Fijian, Marshallese, etc.
White - Print origin(s) for example, German, Irish, English, Italian,
80.51%
Lebanese, Egyptian, etc.

13
12
1
223

Some other race or origin - Print race(s) and/or origin(s)

2.89%

8

Total

100%

277

Age

#

Answer

%

Count

1

17-18 years

11.19%

31

2

19-20 years

45.13%

125

3

21-22 years

37.18%

103

4

23-24 years

3.97%

11

176

5

25-26 years

0.36%

1

6

27 or over

2.17%

6

Total

100%

277

Majors
Graphic Design
2%
Journalism
2%

Biblical &
Theo Studies
3%

Other
16%

Business
18%

Applied Physics
2%
Nursing
10%

Biology
4%
Biokinetics
6%

Education
10%

Communication Studies
8%

Social Work
10%

Psychology
9%

Major

%

Count

Business

18%

48

Nursing

10%

28

Education

10%

28

Social Work

10%

26

Psychology

9%

25

Communication Studies

8%

22

Biokenetics

6%

16

Biblical & Theological Studies

3%

10

Applied Physics

2%

6

Journalism

2%

6

Graphic Design

2%

5

177

Other
Total

16%

42

100%
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Appendix I
Gender

#

Answer

%

Count

2

Female

75.00%

9

3

Male

16.67%

2

4

Non-binary/third gender

0.00%

0

6

Prefer to self-describe

8.33%

1

Total

100%

12
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Race

#
1
2

Answer
American Indian or Alaska Native - Print origin(s), for example, Navajo
Nation, Blackfeet Tribe, Mayan, Doyon, etc.
Asian - Print origin(s), for example, Chinese, Filipino, Asian Indian,
Vietnamese, Korean, Japanese, etc.
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% Count
0.00%

0

8.33%

1

3
4
5
6
7

Black or African American- Print origin(s), for example, African
16.67%
American, Jamaican, Haitian, Nigerian, Ethiopian, Ghanaian, etc.
Hispanic, Latino, or Spanish origin - Print origin(s), for example,
Mexican or Mexican American, Puerto Rican, Cuban, Dominican, 8.33%
Salvadoran, Colombian, etc.
Native Hawaiian or Other Pacific Islander - Print origin(s) for example,
0.00%
Native Hawaiian, Samoan, Tongan, Fijian, Marshallese, etc.
White - Print origin(s) for example, German, Irish, English, Italian,
58.33%
Lebanese, Egyptian, etc.

2
1
0
7

Some other race or origin - Print race(s) and/or origin(s)

8.33%

1

Total

100%

12

Social class of your family (based upon income and lifestyle)

#

Answer

%

Count

1

Lower class

16.67%

2

2

Working class

25.00%

3

3

Middle class

33.33%

4

4

Upper middle class

16.67%

2
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5

Upper class

8.33%

1

Total

100%

12

Age

#

Answer

%

Count

3

21-22 years

91.67%

11

4

23-24 years

8.33%

1

Total

100%

12

181

Major

Business
8%

Biblical & Theo
Studies
8%

Theatre Arts
8%

Teaching Eng/Second
Lang k-12
8%

Psychology
15%

Social Work
31%

Reconciliation Studies
23%

Major

%

Count

Social Work

31%

4

Reconciliation Studies

23%

3

Psychology

15%

2

Biblical & Theological Studies

8%

1

Business

8%

1

Theatre Arts

8%

1

Teaching Eng/Second Lang k-12

8%

1

182

Religion
Evangelical
Protestant
25%

something else,
25%

Jewish
8%
nothing in
particular
17%
Mainline Protestant
25%

Religion

%

Count

Evangelical Protestant

25%

3

Mainline Protestant

25%

3

Something Else (2 = Christian/ nondenominational; 1= Jesus Follower)

25%

3

Nothing in particular

17%

2

8%

1

Jewish

183

Sexual Orientation
bisexual, queer
8%
gay, queer
8%

pansexual
8%

straight
(heterosexual)
75%

Sexual Orientation

%

Count

75%

9

Bisexual, Queer

8.33%

1

Gay, Queer

8.33%

1

Pansexual

8.33%

1

Straight (heterosexual)
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Appendix J
Gender
75.00%
65.70%

33.57%
16.67%
0.00%

0.00%

0.72%

8.33%

Interview Group %

Change

#

Answer

Survey Group%

2

Female

65.70%

75%

14%

3

Male

33.57%

16.67%

50%

4

Non-binary/third gender

0.00%

0.00%

0%

6

Prefer to self-describe

0.72%

8.33%

1057%
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Race

80.51%

58.33%
41.66%

19.49%

White Total

White Interview

Students of Color Total

Students of Color
Interview

Interview Group %

Change

#

Answer

Survey Group%

2

White

80.51%

58.33%

28%

3

Students of Color

19.49%

41.66%

114%
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Class

41.88%
33.33%
25.00%

29.60%

16.67% 18.41%
8.33% 6.14% 8.33%

3.97%

Interview Group %

Change

#

Answer

Survey Group %

2

Lower Class

3.97%

16.67%

320%

3

Working Class

18.41%

25%

36%

4

Middle Class

41.88%

33.33%

20%

6

Upper Middle Class

29.60%

8.33%

72%

7

Upper Class

6.14%

8.33%

36%

187

Majors
31.00%
23.00%
18.00%

15.00%

10.00%
8.00%

9.00%

8.00%
3.00%

0.01%

8.00%
0.00%

Major Survey Group%

8.00%
0.02%

Interview Group %

Change

Business

18%

8%

Social Work

10%

31%

210%

Biblical & Theological

3%

8%

167%

Reconciliation

0.01%

23%

229,900%

Psychology

9%

15%

67%

*Theater Arts

0.003%

8%

266,566%

Teaching Eng/ Second Lang

0.02%

8%

39,900%

Nursing

10%

0%

100%

Education

10%

0%

100%

Communication Studies

8%

0%

100%

56%

0%
Biokenetics
6%
100%
*Note that the increase for Theater Arts accounts for one student who was also a major in
Reconciliation Studies.
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